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Theatre as a tool for developing speaking skills in the EFL / SFL class 
 
This M.A. thesis focuses on the relationship between theatre classes, affective factor, and 
speaking skills. The main goal of the thesis is to explore the potential positive effects of 
theatre on the development of students’ speaking skills. In the theoretical part, the focus is on 
the affective factor's role in the foreign language classroom and its influence on the 
development of the competence that the negative affective factors influence the most, i.e. oral 
communication skills. It shortly comments on the current situation concerning theatre use in 
Slovenian schools. Moreover, it explores the possible advantages and disadvantages of theatre 
use in class, and briefly presents some useful guidelines regarding the choice of play. The 
empirical part consists of the analysis of semi-structured interviews with two groups of 
university students that participated in a theatre class. One group consisted of the students of 
English who took part in the English theatre club, and the other one of the students of Spanish 
who were involved in the Spanish theatre class. Through the analysis of the interviewees' 
personal experience with theatre, this research examines the following facets of theatre use in 
the classes of foreign languages: the relationship between participation in a theatre class and 
the level of the affective filter, the link between participation in a theatre class and language 
acquisition, and the relevance of student participation in a theatre class to their engagement in 
other classes. The research results show a positive impact of theatre use on students' speaking 
skills. Participation in a theatre class/club helped lower the students' affective filter and aided 
students in improving their knowledge of a language. Theatre classes also had a positive 
effect on students' active engagement in other courses. 
Keywords: foreign language classes, English and Spanish as foreign languages, speaking 










El teatro como una herramienta para el desarrollo de la destreza oral en la clase de ILE 
/ ELE 
Este trabajo de fin de master se centra en la relación entre las clases de teatro, el factor 
afectivo y la destreza oral. El objetivo principal del trabajo es explorar los potenciales efectos 
positivos del teatro en el desarrollo de la destreza oral de los estudiantes. En la parte teórica, 
el énfasis está en el papel del factor afectivo en la clase de lenguas extranjeras y su influencia 
en el desarrollo de la competencia más afectada por los factores afectivos negativos, la 
comunicación oral. Por otro lado, se comenta brevemente la situación actual en cuanto al uso 
del teatro en las escuelas eslovenas. Asimismo, el trabajo explora las posibles ventajas y 
desventajas del uso de teatro en la clase, y presenta de modo breve algunas pautas útiles en 
cuanto a la elección de la obra de teatro con que trabajar en clase. La parte empírica consiste 
en un análisis de entrevistas semi-estructuradas con dos grupos de estudiantes universitarias 
que participaron en la clase de teatro. Un grupo consta de las estudiantes de inglés que 
participaron en el club de teatro inglés, y otro de las estudiantes de español que participaron 
en la clase de teatro español. Mediante el análisis de las experiencias personales de las 
estudiantes con el teatro, esta investigación examina las siguientes facetas del uso de teatro en 
las clases de lenguas extranjeras: la relación entre la participación en una clase de teatro y el 
nivel del filtro afectivo, la conexión entre la participación en una clase de teatro y la 
adquisición de la lengua y la relevancia de la participación de las estudiantes en la clase de 
teatro por su involucramiento activo en otras clases. Los resultados de la investigación 
muestran que el uso de teatro tiene un efecto positivo en la destreza oral de las estudiantes. La 
participación en la clase/ en el club de teatro contribuyó a la bajada  del nivel de filtro afectivo 
de las estudiantes y  les ayudó a mejorar su conocimiento de la lengua extranjera. Las clases 
de teatro también tuvieron un efecto positivo en la participación activa  de las estudiantes en 
otras clases.   
Palabras clave: clases de lenguas extranjeras, inglés y español como lenguas extranjeras, 








Gledališče kot sredstvo za razvijanje govornih spretnosti pri pouku angleščine in 
španščine 
Ta magistrska naloga se osredotoča na odnos med poukom gledališča, čustvenimi dejavniki in 
govornimi spretnostmi. Glavni cilj naloge je raziskati morebitne pozitivne učinke gledališča 
na razvoj govornih spretnosti učencev. Teoretični del se osredotoča na vlogo čustvenih 
dejavnikov pri pouku tujih jezikov in njihov vpliv na razvoj kompetence, na katero negativni 
čustveni dejavniki najbolj vplivajo, tj. govornih spretnosti. Na kratko komentira trenutno 
situacijo glede uporabe gledališča v slovenskih šolah. Nadalje, naloga raziskuje možne 
prednosti in slabosti rabe gledališča pri pouku, in na kratko predstavi nekaj uporabnih smernic 
glede izbire gledališke igre, s katero bomo delali v razredu. Empirični del je sestavljen iz 
analize polstrukturiranih intervjujev z dvema skupinama študentk, ki so sodelovale pri pouku 
gledališča. Eno skupino so sestavljale študentke angleščine, ki so se udeležile angleškega 
gledališkega krožka, drugo pa študentke španščine, ki so prisostvovale pri predmetu Špansko 
gledališče. Skozi analizo osebnih izkušenj intervjuvank z gledališčem ta raziskava proučuje 
naslednje vidike uporabe gledališča pri pouku tujih jezikov: odnos med sodelovanjem pri urah 
gledališča in ravnjo čustvenega filtra, povezavo med sodelovanjem pri urah gledališča in 
usvajanjem jezika, ter vpliv sodelovanja študentk pri gledaliških urah na njihovo dejavno 
sodelovanje pri drugih urah. Rezultati raziskave kažejo, da raba gledališča pri pouku 
pozitivno vpliva na zmožnost ustnega sporočanja študentk. Sodelovanje pri gledališkem 
pouku/krožku je pomagalo znižati raven čustvenega filtra pri študentkah ter jim pomagalo 
izboljšati njihovo poznavanje tujega jezika. Ure gledališča so prav tako pozitivno vplivale na 
dejavno sodelovanje študentk pri drugih urah. 
Ključne besede: pouk tujih jezikov, angleščina in španščina kot tuja jezika, zmožnost ustnega 
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Todos debemos hacer teatro para averiguar quiénes somos y descubrir quiénes podemos 
llegar a ser. 
(Boal, 2006, in Santamaría Martín, 2014: 66) 
 As a student, I have had very positive experiences with theatre in foreign language classes. I 
could observe how theatre helped me and my classmates grow both as people and as language 
learners. My personal experiences and observations made me want to explore the topic of 
theatre use in foreign language classes in more detail.  
Although we are a nation that is very fond of theatre, many Slovene schools do not have a 
special hall that would be dedicated to theatrical performances, concerts and other similar 
events. For that reason, the theatrical performances often take place in an environment that is 
less appropriate for this type of activities: in the gym. The absence of theatre halls could 
imply that theatre-related activities have a secondary role in schools. In my Master’s thesis I 
would like to argue that theatre deserves attention, especially in foreign language classes. My 
focus is on the use of theatre in English as a Foreign Language (EFL) and Spanish as a 
Foreign Language classes (SFL), however, I believe that the arguments presented in this 
thesis could be applied to any other language too. It is my belief that the term “theatre in 
EFL/SFL classes” is closely related to the concept of continuity. That is to say, it can refer to 
both, drama techniques
1
 (i.e. micro-activities) and theatre performances of entire plays. The 
teacher may, for example, decide to start with the micro-activities first and then gradually lead 
their students to the whole show. The latter is in the center of my attention, although some 
references may be made to the micro-activities as well.  
Regarding the benefits of the theatre use in the EFL/SFL classes, the emphasis is on the 
affective factor and oral expression, or speaking skills. I base my research on the idea that 
drama techniques, theatre workshops and theatre classes
2
 have a positive effect on the oral 
expression. I argue that the positive effects can be especially visible in the oral expression of 
                                                          
1
 In the literature, there appear many different expressions referring to the micro-activities (i.e. all the activities 
that are not a theatre workshop or a theatre class). In this thesis, I will use the term, proposed by Motos Teruel 
(1992: 75), drama techniques (técnicas dramáticas) as an umbrella term for mime, role plays, dramatized stories, 
improvisations, etc. 
2
 Many authors that I refer to, write about theatre workshops and not theatre classes. Nevertheless, I believe that 
what they write about the workshops can also be applied to theatre classes. When I use the term theatre classes, 
I refer to the conversation classes where theatre is used as a teaching tool. The classes in question are formal 




the students who are afraid to speak in the target language and/or who have a low proficiency 
level in English or Spanish.  
To sum up, the relationship between theatre classes, affective factor, and speaking skills is the 
focal point of this M.A. thesis. The thesisʼ main aim is to investigate the potential positive 
effects of theatre on the development of students’ speaking skills. The theoretical part 
concentrates on the affective factor's role in the foreign language classroom. It also addresses 
its influence on the development of oral communication skills, which is the competence that 
the negative affective factors influence the most. When commenting on the affective factor, 
my first source of reference is the Common European Framework of Reference (Council of 
Europe, 2001). Moreover, I base my arguments on the works of Arnold (n.d.), Heldenbrand 
(2003), Sánchez Carrón (2013), Boquete Martín (2014), Pavlin (2017) and Rosén (2018). 
Regarding oral communication competence, I rely on the ideas expressed by Kogoj (1999), 
Skela (1999), CEFR (Council of Europe, 2001), Šifrar Kalan (2008), and Pavlin (2017). Next, 
I explain the role that the CEFR (Council of Europe, 2001) attributes to theatre in a foreign 
language classroom.  I briefly describe the current situation regarding theatre use in Slovenian 
schools. I draw on the works of Lemut Novak (2009), Gómez Gómez (2014), and Hidalgo 
Martín (2014). Moreover, I describe the possible advantages and disadvantages of theatre use 
in class, and briefly present some useful guidelines regarding the choice of play. When 
describing the advantages and disadvantages of theatre use in class, I base my arguments on 
the works of  Maley and Duff (1982), Heldenbrand (2003), Goitia Pastor (2007), Lemut 
Novak (2009), Robinson (2009), Boudreault (2010), Hidalgo Martín (2012), Reed and Seong 
(2013), Sambanis et al. (2013), Boquete Martín (2014), Hidalgo Martín (2014), Vaqueiro 
Romero (2014), Wiliams-Fleck (2014), Čamernik (2018) and Sirisrimangkorn (2018). 
Concerning the choice of play, the guidelines are based on the works of Comba Otero (2014), 
Hidalgo Martín (2014), and Vernon (2015). 
The empirical part is based on the examination of semi-structured interviews with two groups 
of university students that took part in a theatre class. One group comprises the students of 
English that engaged in the English theatre club. The other group consists of the students of 
Spanish that took part in the Spanish theatre class. By analyzing the interviewees' personal 
experience with theatre, this research explores the following aspects of theatre use in the 
foreign language classes: the connection between taking part in a theatre class and the level of 
the affective filter, the relationship between participation in a theatre class and language 
11 
 
acquisition, and the pertinency of student attendance in a theatre class to their engagement in 
other courses. 
2. THE AFFECTIVE FACTOR IN THE FL CLASSROOM 
 
As much as we try to shake them off, our emotions, beliefs and attitudes are always going to 
be present in a (foreign language) class. In fact, Arnold (n.d.: 1) bases her arguments on the 
idea of Stevick (1980), who asserts that “the success [in the foreign language learning] 
depends less on the materials, techniques and linguistic analyses, and more on what goes on 
inside and between the people in the classroom”. Arnold then explains that 
[b]y inside the people [Stevick means] the individual factors such as the anxiety, the 
inhibition, the self-esteem, the willingness to take risks, the self-efficacy, the learning styles, 
and the motivation. What happens between the people refers to the aspects of relationship, that 
can be related either with intercultural processes, such as the clash of cultures in the cases of 
second language learning, or with transactions in the classroom where it is necessary to have 
in mind the professor's attitude and the establishment of the right learning atmosphere.
3
  
(Arnold, n.d.: 1) 
The importance of the affective factors for the learning has been emphasized by many 
contemporary researchers (Arnold, n.d.; Sánchez Carrón, 2013; Boquete Martín, 2014, Pavlin, 
2017; Rosén, 2018). Affective factors can be both negative and positive and should be at the 
center of EFL/SFL teachers’ attention as they can either facilitate or hinder language learning. 
This is most evident in the case of the speaking skill, as it is the skill that is affected the most 
by the affective factors, for it requires the students to expose themselves the most.  
The weight of the affective in the learning process is explicitly recognized in the Common 
European Framework of Reference for Language (CEFR; Council of Europe, 2001). When 
describing the “existential competence”, which forms part of the student's general 
competences, CEFR establishes that  
[t]he users' or the students' communicative activity is affected not only by their knowledge, 
their comprehension and their skills, but also by the individual factors, related to their 
                                                          
3
 “Por lo que sucede dentro de las personas se entiende los factores individuales tales como ansiedad, la 
inhibición, la autoestima, la disposición de arriesgarse, la autoeficacia, los estilos de aprendizaje y la motivación. 
Lo que sucede entre las personas se refiere a los aspectos de relación, que puede tener que ver o con procesos 
interculturales, como el choque de culturas en los casos de aprendizaje de segunda lengua, o con transacciones 




personality and characterized by the attitudes, the motivation, the values, the beliefs, the 
cognitive styles and the types of personality that attribute to their personal identity.
4
 
(Arnold, n.d.: 1) 
In accordance with the contemporary ideology, one of the main goals of foreign language 
teachers is to develop their students’ communicative competence. Nevertheless, this goal 
frequently turns out to be out of students' reach, despite the fact that the communicative goals 
are written in the syllabuses and despite the teachers' efforts to introduce communicative 
activities. One of the possible explanations could be that the time restrictions in the classroom 
don’t coincide with the needs of the students. On the other hand, communicative 
incompetence can also be produced by affective factors, according to Arnold (n.d.: 3). The 
author (ibid.) establishes that the willingness to communicate has a transcendental role in 
foreign language teaching. Relying on the description by McCroskey and Richmond (1990), 
Arnold (ibid.) explains that the expression refers to the “willingness to participate, when 
presented with an opportunity, in a communicative act”.
5
 The author adds that various 
important models, which relate the willingness to communicate with the acquisition of second 
languages, have been developed. Arnold (ibid.) quotes MacIntryre, Clement, Dörnyei, and 
Noels (1998), who argue that “the ultimate goal of the learning process should be to engender 
in language students the willingness to seek out communication opportunities and the 
willingness actually to communicate in them”.  
Concerning this issue, another author, Rosén (2018), notes that 
In the classroom, the [willingness to communicate] can manifest itself in different ways. It is 
clear that, when speaking, the student shows [the willingness to communicate], but also if a 
professor asks their students a question, many of them can feel confident enough to respond 
and to feel the wish to speak. Let's suppose that the students are asked to raise their hands 
before speaking. […] The students that raise their hand to answer their teacher's question 
engage with a course of action that indicates they are ready to try to respond if asked, that is to 
say, if given the opportunity.
6
  
(Rosén, 2018: 10) 
                                                          
4
 “La actividad comunicativa de los usuarios o alumnos no solo se ve afectada por sus conocimientos, su 
comprensión y sus destrezas, sino también por factores individuales relacionados con su personalidad y 
caracterizados por las actitudes, las motivaciones, los valores, las creencias, los estilos cognitivos y los tipos de 
personalidad que contribuyen a su identidad personal”. 
5
 “La disposición a participar, si hay la oportunidad, en un acto comunicativo”. 
6
 “En el aula de enseñanza, la [disposición a comunicarse] puede manifestarse de diferentes maneras. Está claro 
que, al hablar, el alumno muestra [la disposición a comunicarse], pero también si un profesor les hace una 
pregunta a sus alumnos, muchos de ellos pueden sentirse lo suficientemente seguros como para responder y tener 
el deseo de hablar. Supongamos que se les pide a los estudiantes que levanten la mano antes de hablar. […] Los 
estudiantes que levantan la mano para responder a la pregunta de su profesor se comprometen con un curso de 




To raise one's hand means to expose oneself, and not all the students feel comfortable with 
being at the center of everyone's attention. It is therefore essential to pay attention to the 
affective factors to achieve that our students feel the willingness to communicate in a foreign 
language. Our efforts in the classroom should be focused on the reduction of the negative 
factors' effect and the stimulation of the positive factors' effect. As far as the negative factors 
are concerned, the anxiety
7
 and low self-esteem stand out the most (Arnold, n.d.: 4). 
As far as the anxiety is concerned, Sánchez Carrón (2013: 285) takes up the idea of Ellis 
(1994), who alleges that “the anxiety of students increases in three types of activities: those 
where the student is expected to communicate in a spontaneous manner; the ones including 
competition as main component; [and] the exams”.
8
  
The anxiety, associated with “the fear of failure, of doing it the wrong way, of making a fool 
of oneself [is] a stressful and repressive element [inside the student]”
 9
 (Boquete Martín, 2014: 
6). Without any doubt, those feelings hold back the students' willingness to communicate. 
Heldenbrand (2003: 30) states that “a large percentage of Korean students lack confidence in 
speaking, due to the limited opportunity for speaking in the classroom, combined with the 
cultural ideology of not making mistakes”. Pavlin (2017: 227) makes a similar observation 
regarding Slovene learners stating that Slovenians cultivate a kind of ʻlanguage 
perfectionismʼ, carried over from the relationship they have with their mother tongue, which 
is actually becoming a cultural characteristic of multilingual Slovenians. The author suggests 
that teachers should encourage their students not to consider errors as a catastrophe (ibid.). 
Arnold (n.d.: 5) observes that “the anxiety can be substantially reduced by means of the 
teacher's attitude and the atmosphere that he creates in the classroom”.
10
 The author further on 
affirms that it is necessary to “maintain an error correction policy that is not threatening to the 
learner
11
” (Arnold, n.d.: 6). Boquete Martín (2014: 7) agrees with her and emphasizes that 
errors should be considered as an essential part of foreign language acquisition. They are 
                                                          
7
 Pavlin (2017) makes a very interesting observation regarding the words that different languages use to refer to 
the phenomenon of fear some learners feel when they have to speak in a foreign language. French and English 
speakers refer to the feeling as anxiété langagière and language anxiety respectively. In Croatian and Slovenian, 
on the other hand, the same feeling is described with the term strah od stranog jezika and strah pred tujim 
jezikom respectively. The author argues that the terms in Croatian and Slovenian are more adequate, as the terms 
in both Slavic languages describe the psychological state more precisely. 
8
 “la ansiedad de los alumnos aumenta en tres tipos de actividades: aquellas en las que se espera que el alumno se 
comunique de forma espontánea; las que incluyen la competición como elemento principal; en los exámenes”.  
9
 “el miedo a fallar, a hacerlo mal, a parecer estúpido [es] un elemento estresante y represor [en el estudiante]”. 
10
 “se puede reducir la ansiedad sustancialmente por medio de la actitud del profesor y de la atmosfera que este 
crea en el aula”.  
11
 “mantener una política sobre la corrección de errores que no resulta amenazante para el alumno”. 
14 
 
something natural in the interlanguage phase; however, one has to be aware of them. For this 
reason, Boquete Martín (ibid.) proposes that “the error correction [be carried out] when a 
break in communication (or in the development of an exercise) is produced rather than when 
any type of inaccuracy or a phonetic error has been made”.
12
 Regarding the oral correction of 
errors, Boquete Martín (2014: 7) maintains that 
[t]he generalized practice of orally correcting the students when they make an error should be 
nuanced. The error correction can be carried out immediately to fix the error in the context in 
which it occurred, being careful not to block the student […]; it is another option to correct 
differently, by selecting the important errors […] but this way, the context in which the error 
was produced is lost.
13
  
Boquete Martín (2014: 7) 
Šifrar Kalan (2008: 301) provides another useful piece of advice: The teacher should, as 
frequently as possible, use the indirect ways of correcting errors which are used by native 
speakers in spontaneous, natural communication situations.  
The way and frequency of error correction will, of course, also depend on the type of the 
activity we are doing. When doing a more fluency-oriented activity, we should correct our 
students less than when doing an accuracy-oriented one.  
To resume, Arnold (n.d.: 7) notes that “in a sense, the anxiety and the self-esteem are two 
sides of the same affective coin, one that prevents the learning and the other that encourages 
it”.
14
 In a foreign language classroom with the communicative approach, the self-esteem of 
the adolescent or adult students can be affected negatively, especially in the initial stages of 
learning. Then, the students try to express themselves; with their (at the time) immature 
linguistic resources they attempt to transmit to their classmates their ideas, which are already 
mature (Arnold, n.d.: 4). Pavlin (2017: 220) refers to a research by Mihaljević Djigunović 
(2002) that was conducted with Croatian students who learn English. The research results 
suggested that negative self-esteem is one of the three main factors causing language anxiety. 
The same research also revealed that Croatian students often feel angry and nervous when 
                                                          
12
 “La corrección [se realice] cuando se produce una interrupción en la comunicación (o en el desarrollo del 
ejercicio) antes que cuando se haya producido algún tipo de inexactitud o error fonético”. 
13
 “La práctica generalizada de rectificar oralmente a los alumnos cuando cometen algún error debe ser matizada. 
Se puede realizar una corrección inmediata del error fijándolo en el contexto en el que se da, teniendo mucho 
cuidado con no bloquear al alumno […]; una opción es corregir de una forma diferida, seleccionando los errores 
importantes […] pero con una pérdida del contexto en que se han producido”. 
14
 “En un sentido, la ansiedad y la autoestima son dos caras de una moneda afectiva, una que impide el 
aprendizaje y otra que lo sustenta”. 
15 
 
their poor knowledge of English prevents them from saying what they would like to say, and 
what they are able to express in their mother tongue. As a result, they feel ashamed to speak 
with others in the foreign language for fear that their interlocutor may create in their mind a 
negative image of students based on the students' (poor) knowledge of the foreign language 
(ibid.). Concerning the learner's age, Mihaljević Djigunović (in Pavlin, 2017: 221) declares 
that, in general, children are the learners with the highest self-esteem. Over the years, the level 
of learners' self-esteem is becoming increasingly low, and adults are often too hard on 
themselves. 
To increase the students' self-esteem, Sánchez Carrón (2013: 283) suggests that the teachers 
include in their lessons some activities consisting of “interactions in pairs or in groups, in 
which students praise each other, recognize each other's achievements, in which the emphasis 
is on the good personal qualities, in which gratitude is expressed, etc.”
15
 What is more, the 
activities that include working in pairs or small groups are the activities that best mimic the 
real-life situations, where most conversations happen between two persons or in little groups 
(Skela, 1999: 105). 
3. ORAL COMMUNICATION COMPETENCE IN THE FOREIGN LANGUAGE 
CLASSROOM 
The competence that is probably affected the most by the negative affective factors (low self-
esteem, language anxiety) is the oral communication competence (Pavlin, 2017: 224). Indeed, 
Šifrar Kalan (2008: 291) observes that “we often equate speaking a foreign language with 
having good foreign language skills, which suggests that speaking has a central role when 
learning a foreign language”.
16
 A research that the author conducted among the university 
students of Spanish at the Faculty of Arts in Ljubljana showed that speaking is the most 
popular language skill among students of Spanish. At the same time, nevertheless, it is the 
most anxiety-inducing skill, both in and outside the classroom (Šifrar Kalan, 2008: 300). 
The CEFR (Council of Europe, 2001: 48) defines oral communication as one of the two 
communicative activities, in which the speaker transmits spoken message to one or more 
listeners/interlocutors. Skela (1999: 100) affirms that oral communication is a two-way 
process that requires a speaker and a listener. The author emphasizes that this does not mean 
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 “las interacciones en parejas o en grupo en las que los alumnos se dicen unos a otros halagos, se reconocen 
logros, se insiste en las buenas calidades personales, se expresa agradecimiento, etc.”. 
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 My own translation. 
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that the speaker is the only person speaking and that the listener is passive during the oral 
exchange. Both participants alternate in the role of the speaker and are bound to react to what 
they hear. For this reason, a teacher must create the right circumstances inside the classroom 
that allow the students to meaningfully combine the two skills (i.e. the skill of speaking and 
the skill of listening/comprehending) and participate in authentic communicative situations. 
The author observes that the co-dependence of the two skills is expressed most prominently in 
conversation, which is the most popular discourse category (ibid.).  
One of the characteristics of oral communication (for example, of conversation) is that the 
speakers do not necessarily use whole sentences. It contains many non-linguistic (e.g. 
frequent pauses and hesitations) as well as paralinguistic elements (e.g. intonation, stress, 
volume and tone of voice, gestures and facial expressions). The second type of elements 
supports the verbal message; it equips it with strength and emotions. When communicating 
orally, the speakers are able to pause, think for a moment and then, for example, rephrase 
their message, or use their words to steer the conversation in another direction (Skela, 1999: 
100-101). According to Pavlin (2017: 223), “we can say we have a good command of a 
language only when we have internalized the gambits, i.e. the phrases that lost their original, 
literal meaning and have a mere pragmatic function”.
17
 Gambits can be described as set 
phrases used by the speakers to establish, maintain, continue or end a conversation. Some 
examples of gambits in English: Hi! How are you doing? / See you later. / I understand. / Go 
on. (Skela, 1999: 101).  
Pavlin (2017: 224) takes up the idea of Skela (1999), who alleges that “oral communication is 
the most difficult language skill of all because it requires the highest level of spontaneity, 
simultaneous production of a text and thinking, as well as a level of formal knowledge of a 
language high enough to avoid errors and correct them instantly”.
18
 In classes of 25-30 
students, it is very demanding to do activities aimed at oral communication practice (e.g. 
discussions), for it is difficult to ensure that all the students participate and that the dominant 
students do not override the more submissive ones. Apart from these issues, the factors such 
as low motivation for language learning and language anxiety help us see why oral 
communication is considered the most challenging language skill, both for teachers and 
students (ibid.).  
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It is important to bear in mind that not all students will be ready to express themselves in a 
foreign language immediately. Some students will need a longer silent period (Krashen, 1987) 
than others. During that period, students will not communicate with words in a foreign 
language. Nevertheless, they will develop their receptive skills, especially their listening 
skills. Such students will start speaking when they will feel ready to speak. It is, therefore, 
crucial that the teachers do not force them to talk earlier. Teachers should also offer them 
enough opportunities to be in contact with the foreign language in different communicative 
circumstances so that the students can form hypotheses about how the target language 
functions (Kogoj, 1999: 93). 
As reported by Skela (1999: 101), achieving fluency is the primary objective of teaching oral 
competence skills. If we are able to speak clearly, in a relatively correct manner and without 
hesitating for too long, this means that we are orally fluent. To accomplish this, the teachers 
should guide their students from the activities where they merely imitate the model to the 
activities that require them to use the language independently and express their own thoughts. 
While loud reading, for example, is one of the less-demanding activities, theatre performances 
belong to the category of activities that demand of the students that they use the language 
more freely (ibid.: 112-114).  
 
4. THEATRE AS A TOOL FOR DEVELOPING SPEAKING SKILLS IN THE 
FOREIGN LANGUAGE CLASSROOM 
 
4.1. Theatre and the Common European Framework of Reference for 
Languages (CEFR) 
What role do the literature and the theatre have in a class that is focused on communicative 
competence acquisition? Hidalgo Martín (2012: 15) maintains that literary texts should be 
incorporated in the communicative approach, as the students are able to reach the primary 
goal of the communicative approach this way: they can develop their communicative 
competence. By including the literature, we create speakers, competent in all the broadness of 
the term (ibid.). Comba Otero (2014: 21) explains that the Common European Framework of 
Reference for Languages (CEFR, 2001) “highlights the important role that both [the literary 
18 
 
texts] and [the theatre] play, from the level B2 on, in the learning of a foreign language”.
19
 
Concerning the communicative purposes of the language, Hidalgo Martín (2012: 16) observes 
that the CEFR mentions the “aesthetic uses of the language”, among which Hidalgo Martín 
underscores the following two: 
 a) To produce theatre plays with or without a script 
b) To witness and act out literary texts, for example, to read and write texts (short stories, 




The author adds that “among the recommended tasks, the CEFR also suggests ʻplaying a part 
in a theatre performanceʼ” (ibid.). It may be easier to achieve the linguistic competence for the 
purposes of reading a text or being a spectator of a performance, but Hidalgo Martín (ibid.) 
argues that the act of performing (that is to say, the act of participating actively) implies 
higher levels of complexity. Compared to the simple act of reading or hearing something, 
active participation in the performance of a theatre play implies greater development of the 
communicative competence as well as its sub-competencies (pragmatic, sociolinguistic and 
linguistic (ibid.). Hidalgo Martín (ibid.) next states that all the sub-competences of the 
communicative competence, mentioned above, can be developed with the help of theatre. 
Regarding the student's linguistic competence, they benefit most on the phonological level. 
This is because a lot of attention is paid to the pronunciation and prosody at the stage of text 
presentation: the position of articulation points, primarily the diction and the correctness of 
sounds are established. Concerning the lexical and syntactical level, Hidalgo Martín (ibid.) 
admits that the use can be more problematic: the teacher can be faced with difficulties when 
searching for a text that would be compatible with, for example, students' proficiency level. 
Even though the sociolinguistic aspect is absent in many theatre plays (this is admitted by 
both, Hidalgo Martín and the CEFR), we can always find some plays that include it. The 
relationships between the characters in such works, alleges Hidalgo Martín, can serve to us as 
a tool with which we can 
[Understand and practice] 'the social conventions, as well as reflect on them (the politeness 
norms, the rules that organize the relationships between generations, genders, social classes 
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 “Destaca el papel que desempeñan tanto [los textos literarios] como [el teatro], a partir del nivel B2, dentro del 
aprendizaje de una lengua extranjera”.  
20
a) Representar obras de teatro con guion o sin él; b) Presenciar y escenificar textos literarios como, por 
ejemplo, leer y escribir textos (relatos cortos, novelas, poesía, etc.), representar y presenciar como espectador 
recitales, obras de teatro y de ópera, etc.” 
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and groups, the linguistic codification of certain rituals that are fundamental for the 
functioning of a community, etc.).
21
  
(Hidalgo Martín, 2012: 17) 
In a theatre workshop,
22
 the sociolinguistic component is also present in the act of verbal 
negotiation. When explaining what the negotiation is, Hidalgo Martín (ibid.) quotes Martin 
Peris (2008), who maintains that it is “the effort that the participants of a linguistic interaction 
make to be able to jointly create the meaning of their verbal exchanges”.
23
 Hidalgo Martín 
(ibid.) moreover adds that “through the negotiation, the sociolinguistic competence is being 
developed via the activities of oral interaction, whose model is recommended by the 
[CEFR]”.
24
 According to the CEFR (2001), the students in these activities “alternately take 
the role of the speaker and the listener, with one or more interlocutors to jointly construct a 
conversation through the negotiation of meanings, following the principle of cooperation”.
25
 
Theatre also represents an extraordinary means for pragmatic competence practice. As 
Hidalgo Martín (2012: 17) shows, there exists a rich corpus of works that “offer us excellent 
scenarios of communicative exchanges”.
26
 The author adds that “the working on that textual 
typology, so complete due to the amount of the speakers that intervene in it and the variability 
of contexts and situations, offers us a magnificent resource with which we can teach the irony, 
the parody and the speech acts, for example” (ibid.).
 27
 
As far as the four skills are concerned, in a theatre workshop
28
 both, the comprehension 
(reading and listening) and the expression (speaking and writing) are being practiced. To 
create a good show, it is indispensable that we read and understand the play first. It is 
important that the student comprehends their classmates, as well as the instructions of the 
teacher/director. The oral expression is practiced when doing the activities aimed at diction 
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 “Nos pueden servir para [entender y practicar] las convenciones sociales, así como reflexionar sobre ellas (las 
normas de cortesía, las normas que ordenan las relaciones entre generaciones, sexos, clases y grupos sociales, la 
codificación lingüística de determinados rituales fundamentales para el funcionamiento de una comunidad, 
etc.)”. 
22
 It is my belief that the same could be applied to theatre classes as well.  
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 “La labor que los participantes en una interacción lingüística llevan a cabo para conseguir crear conjuntamente 
el sentido de sus intercambios verbales”. 
24
 “Mediante la negociación, se está desarrollando la competencia sociolingüística a través de actividades de 
interacción oral, cuyo modelo recomienda [MCER]”. 
25
 “[Estudiantes] actúa[n] de forma alterna como hablante[s] y oyente[s] con uno o más interlocutores para 
construir, conjuntamente, una conversación mediante la negociación de significados siguiendo el principio de 
cooperación”. 
26
 “Nos ofrecen excelentes escenarios de intercambios comunicativos”. 
27
 “El trabajo sobre esa tipología textual, tan completa por la cantidad de hablantes que intervienen en ella y por 
la variabilidad de contextos y situaciones, nos ofrece un recurso magnifico para trabajar la ironía, la parodia y los 
actos de habla, por ejemplo”.  
28
 It is my belief that the same could be applied to theatre classes as well. 
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improvement; written expression is practiced when, for example, the students take notes; 
write letters, summaries or lists of materials (Hidalgo Martín, 2012: 18).  
4. 2. Why and how to use theatre in the foreign language class 
4.2. 1. Current situation 
Hidalgo Martín (2014: 44) establishes that the literary contents (and especially theatre) are not 
presented in a systematic way in the coursebooks of Spanish as a foreign language. According 
to the author, these contents have a marginal role in the coursebooks, since usually the last 
page of a coursebook is dedicated to this topic. The author (ibid.) argues that it is essential to 
include in our classes literary texts as well as the most side-lined, theatre texts, in an 
integrated manner to develop communicative competence in a foreign language. That is to 
say, theatre texts should be presented together with other contents. What is more, we could 
even take advantage of them to work on some other contents and to practice the four skills. 
Regarding the teachers, Hidalgo Martín (ibid.) declares that there are “many […] that state 
they do not use theatre texts because there are no such texts in the coursebooks and, therefore, 
they do not know which text is the best for the level and the needs of the students”.
29
 Similar 
reasons may discourage many teachers from offering a theatre class.  
Gómez Gómez agrees with Hidalgo Martín's observations. Gómez Gómez (2014: 68) admits 
that “many textbooks already include among the communicative activities the activities such 
as role-plays and simulations”.
30
 Nonetheless, the author adds that “it is also true that the use 
of this type of activities is not frequent in the language classroom; the absence [of such 
activities] can be explained by the lack of training or preparation on the part of the teachers” 
(ibid.).
31
 I believe that the same explanation could be applied to the Slovene context as well, 
both for EFL and SFL classes.  
In regards to the theatre classes in English, Lemut Novak (2009: 37) states that “there are 
already many drama groups in Slovene high schools”.
32
 The author adds that she sees no 
reason why drama groups could not also be used in primary schools, implying that such 
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 “Son muchos […] los que alegan no usar textos teatrales porque no hay en los manuales y, por tanto, no saben 
cuál es el mejor texto para el nivel y las necesidades de los alumnos”. 
30
 “muchos libros de texto recogen ya entre las actividades comunicativas que presentan actividades de juegos de 
personajes (role-plays) y simulaciones”. 
31
 “también es cierto que el uso de este tipo de actividades no es frecuente en el aula de lenguas, carencia que 
puede referirse a la falta de entrenamiento o preparación del profesorado”. 
32
 My own translation. 
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groups are less frequent in primary schools (Lemut Novak, 2009: 37). As far as the university 
level is concerned, a theatre group was active in the academic year 2018 /19 at the 
Department of English and American Studies (Faculty of Arts in Ljubljana). In the academic 
year 2019/2020, the group continues to perform. At the moment, the English theatre has the 
status of a club at the Department of English and American Studies, it is not an elective 
subject yet. 
Currently, there is a considerable interest in Spanish culture and language in Slovenia. As a 
result, and due to many opportunities to learn Spanish, there are numerous theatre groups that 
create plays in Spanish, founded by different secondary schools and a Student Theatre Group 
at the Faculty of Arts in Ljubljana (active since 1999) (RTVSLO.si, 2009). Spanish Theatre is 
an elective subject at the Department of Romance Languages and Literatures. 
All the theatre groups mentioned above strive for thought-provoking, convincing 
performances. Nevertheless, it is important to always bear in mind what Sirisrimangkorn 
notes. The author (2018: 16) draws on Banerjee (2014) and declares that “the aim of teaching 
English through drama is not to turn learners into professional actors, but to provide learners 
with aid to learn and rehearse the language in its given context”. The author mentions only 
English, but this idea should be in the back of the mind of teachers of any language when they 
decide to do theatre classes or workshops with their students. 
4. 2. 2. Advantages of theatre use 
There are various advantages of using theatre in a foreign language classroom. In the 
continuation, I will list some of the benefits that I consider most relevant: 
a) Theatre use in classroom is compatible with the Communicative Approach  
Nicolás Román (2011), as cited in Vaqueiro Romero (2014: 38) states that it is clear that the 
use of theatre in the classroom is based on the Communicative Language Learning method 
since the students work in groups and have the role of the protagonist in their learning. 
Sirisrimangkorn (2018:14) concurs with Nicolás Román, declaring that the teaching based on 
theatre “rel[ies] on a learner-centered approach which focuses on learner independence and 
learner autonomy”. The author adds that such teaching “respond[s] to the objectives of 
communicative language teaching which steers learners to use language for communicative 
purposes” (ibid.). As far as the communicative purpose is concerned, Boquete Martín (2014: 
9) affirms that the need to communicate is created due to the negotiation of meaning that 
22 
 
usually occurs when the students do the tasks. Sirisrimangkorn (2018: 18) takes on Miccoli's 
(2003) idea, explaining that “when the learners rehearse, they are involved with various 
processes which include the establishment of characters, personalities, motives, and persona, 
thus creating a genuine purpose for communication”. Moreover, Maley and Duff (1982: 13) 
state that “drama activities
33
 oblige [the teacher] to stay on the edge of what is going on and 
not to crack the whip in the center of the ring”. Similarly, Boudreault (2010) notes that the use 
of theatre in class is parallel to the approaches arguing for learner-centeredness, for “drama 
puts the teacher in the role of supporter in the learning process and the students can take more 
responsibility for their own learning”. Vaqueiro Romero (2014: 37) gives some examples of 
how students can develop their learner autonomy within a theatre group: the learners take on 
the responsibility of learning their lines and bringing to the classroom the props. Both the 
situations and the language
34
 in theatre texts are authentic and presented in a context (Lemut 
Novak, 2009; Sirisrimangkorn, 2018). As Boquete Martín (2014: 9) explains, the use of 
theatre “shows [to the students] the social and cultural reality, since the situations from the 
reality outside the classroom are recreated”.
35
 Similarly, Vaqueiro Romero (2014: 39) affirms 
that theatre “offers the possibility to teach a language within a live context that draws near to 
the day-to-day use of the language taught”.
36
 Robinson (2009) comes to an analogous 
conclusion, alleging that “drama provides […] language enrichment by […] presenting 
language contexts that make items memorable by placing them in a realistic social and 
physical context”.  
 b) Participating in theatre activities motivates students 
 Maley and Duff (1982: 13) write that “drama is motivating”. When students participate in a 
theatre group, this motivates them to learn the foreign language (Lemut Novak, 2009: 37). 
Čamernik
37
 (2018: 40), similarly, affirms that it is safe to assume that theatre activities will 
help attract students’ interest for the language and for getting a more in-depth knowledge of 
the more demanding topics. Not only will the participation in theatre activities help foster 
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 The authors declare that when they use the term “drama activities” they do not refer to the act of “putting on 
plays in front of a passive audience” (Maley and Duff, 1982: 6). I believe, however, that their argument can be 
applied to theatre classes as well. 
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 Robinson (2009) argues that “[theatre texts] tend to use much more naturalistic language than poems and 
novels”.  
35
 “[El uso del juego dramático] muestra [a los alumnos] la realidad social y cultural, ya que recrea situaciones de 
la realidad exterior del aula”. 
36
 “El teatro ofrece la posibilidad de enseñar una lengua dentro de un contexto vivo, que se acerca al uso diario 
de la lengua enseñada”. 
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 Patricija Čamernik received her master's degree in 2018 at the Faculty of Arts in Ljubljana. I decided to 
include the arguments she presented in her MA thesis as I consider them accurate and I believe that they will 
contribute to the richness of this discussion. 
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students' curiosity about the language, but it will also make them more motivated to use the 
target language (Lemut Novak, 2009; Sirisrimangkorn, 2018). This is important because 
“there is nothing like a student who is motivated to speak […] and spreads excitement for 
learning English to other students in the classroom” (Heldenbrand, 2003: 31). An additional 
motivating factor may be the chance to show their progress to others at the performance 
(Lemut Novak, 2009; Sirisrimangkorn, 2018). Sirisrimangkorn (2018: 19) mentions a study 
by Rahimipoor (2012), which revealed that “drama fosters and maintains students' motivation 
by providing an atmosphere which is full of fun and entertainment”. The results have also 
shown that the audience was one of the motivating elements for the students. The students 
may “feel a little nervous when acting on stage in front of the audience” (ibid.); however, the 
presence of an audience at the same time encourages them to perform in a foreign language. 
c) Theatre helps lower the affective filter 
One of the biggest advantages of theatre use in class is the fact that the language does not 
represent the final aim. It, instead, becomes a necessary intermediating tool with which we are 
able to reach the ultimate goal –we, for example, reach an agreement regarding the choice of 
costumes. Another possible aim is to achieve that students express their (dis)agreement and 
provide arguments when defining the character they interpret. Moreover, our objective may 
be to develop students' ability to describe in detail a specific situation from one of the scenes 
in the play, etc. Consequently, communication turns into a necessity, and this makes the 
negative affective factors fade into the background. Heldenbrand (2003: 29) maintains that 
“drama is fun” and adds that “a ʻfunʼ class improves the learning environment as the affective 
filter is lowered”. This means as Boquete Martín (2014: 19) argues, that participating in 
theatre activities helps students to loose fear of speaking as well as acting publicly. 
Sirisrimangkorn (2018: 14-15) clarifies that this happens due to the fact that the “instruction 
[is] fun [and takes place] in a non-threatening environment”. Similarly, Čamernik (2018: 40) 
draws on Winston (2015) asserting that theatre is “a safe place for language learning because 
it is an imaginary place that allows the participants to get some emotional distance from 
themselves”.
38
 In other words, when learners take on the role of another person they may feel 
less judged and may lose the fear of making errors (ibid.). Reed and Seong (2013: 101) agree 
with Čamernik, affirming that “when a student is playing a role, the burden of committing 
mistakes in the language has been taken away because one is not oneself, thus feeling [freer] 
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to express oneself without judgment”. Sambanis et al. (2013: 75) rely on Tselikas (1999) and 
argue that one of the benefits of drama use is the “the creation of so-called 
Sprachnotsituationen [or] language emergency situations”. Further on, the authors (ibid.) 
clarify that  
[the term] relates to [the] communicative situations in which a foreign language learner has to 
spontaneously become communicatively active. Becoming aware of the discrepancy between 
his / her current level of proficiency and the demands of the situation, the learner experiences 
uncertainty, but at the same time wants to face the challenge. Such gaps can be bridged 
verbally as well as non-verbally, alone or collaboratively. The carefully managed exposure to 
Sprachnotsituationen in a classroom environment where students feel safe and at ease can 
help learners to overcome inhibitions.  
(Sambanis et al., 2013: 75) 
In theatre classes or workshops, students are prone to explore the foreign language in a more 
relaxed way as the atmosphere of trust that has been established encourages them to quit 
shutting off the new language, to take risks and feel positively challenged (Williams-Fleck, 
2014: 13; Boudreault, 2010).  
d) Theatre encourages students' confidence in their ability to speak a foreign language 
Regarding the self-esteem issue, Sirisrimangkorn (2018:16) states that “drama is beneficial to 
learners as it encourages students to become more self-confident in their English usage by 
experiencing the language in operation and real-life situations”. Heldenbrand (2003: 31) 
provides additional insight, declaring that “on the stage, exactness in the language is not as 
critical as communication. The focus is not on exact speaking, but on enabling students to 
communicate [in the target language]”. The author elaborates on this idea, explaining that “as 
students are provided various activities to get involved with the language, their personal 
outlook on the language and their speaking confidence become greatly enhanced”. In fact, the 
attainment of the objectives of the micro-activities is not always related to the correct usage of 
the language in a theatre class. An objective can sometimes be reached by a learner who made 
some mistakes in their use of language, but was willing to put the need for interaction before 
the linguistic accuracy. In a theatre class, students are given many opportunities to “use a 
considerable amount of language for discussion, argument, agreement and disagreement, 
organization and execution” (Maley and Duff, 1982: 14). The more opportunities they take, 
the bigger their confidence will be. 
e) Theatre helps students make progress in pronunciation and fluency 
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Theatre can help students practice and develop their oral skills, particularly pronunciation and 
fluency (Boquete Martin, 2014, Lemut Novak, 2009). Indeed, Maley and Duff (1982: 14) 
argue that “drama activities give students an opportunity to strike a balance between fluency 
and accuracy”. Students also get practice in intonation, accentuation, and stress in the target 
language (Lemut Novak, 2009: 37). According to Boudreault (2010), using theatre in a 
foreign language classroom results in “the acquisition of meaningful, fluent interaction in the 
target language [along with] the assimilation of a whole range of pronunciation and prosodic 
features in a fully contextualized and interactional manner”. Heldenbrand (2010: 30) relies on 
Goodwin (2001), who affirms that “drama is a particularly effective tool for pronunciation 
teaching because various components of communicative competence (discourse intonation, 
pragmatic awareness, nonverbal communication) can be practiced in an integrated way”. 
Concerning the participation in a conversation, Stewig and Buege (1994; in Sirisrimangkorn, 
2018: 18) state that “drama situations challenge students to use various skills. Those 
challenges include creating dialogue, thinking on their feet, and composing as they go”. Reed 
and Seong (2013: 101) observe that by the end of the Interactive English drama-oriented 
course “[Korean students'] ability to think quickly in English and engage in conversation 
quickly has greatly improved”.  
f) Theatre favors the acquisition and practice of vocabulary and grammar 
Theatre is a useful tool in language teaching because it enables students to acquire new 
vocabulary items in a fully contextualized manner (Boudreault, 2010). Lemut Novak (2009: 
37) alleges that students participating in a theatre group are able to expand and enrich their 
vocabulary on the level of words, phrases, and structures, among other things. Likewise, 
Heldenbrand (2010: 30) quotes Sam (1990), who asserts that theatre “helps to extend, retain 
and reinforce vocabulary and sentence structure through role-play and communication 
games”. Apart from vocabulary, the students practice word order and syntactical structures 
(Lemut Novak, 2009: 37). Čamernik (2018: 41) argues that by including quality theatre texts 
in the curriculum we can positively affect the way the students acquire syntactical rules. If 
met in a theatre text, the rules are learned in a more natural and authentic way (ibid.). 
g) Theatre teaches the students about the target culture 
Theatre can help us to bring the students closer to the culture of the language they learn. 
Robinson (2009) affirms that “drama provides cultural […] enrichment by revealing insights 
into the target culture”. According to Hidalgo Martín (2012: 19), teachers can use theatre texts 
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to teach their students the Culture, as well as the culture (e. g. the social behaviors, habits, 
traditions). Williams-Fleck (2014: 13) relies on the ideas of Miccoli (2003) asserting that 
“language is not only the words that are spoken but incorporates how native speakers interact 
with one another, shake hands, hold their bodies, etc.”. The author (ibid.) adds that “by using 
theatre in the classroom, these aspects are introduced in a more natural way”.  
h) Theatre encourages critical thinking and creativity 
Authors such as Boquete Martín (2014: 19), Hidalgo Martín (2012: 23) and Boudreault 
(2010) declare that theatre can help develop students' critical thinking and creativity. 
Boudreault (2010) alleges that “creative drama will offer [students] exercises in critical 
thinking and the chance […] to be creative”. Hidalgo Martín (2012: 23) explains that the 
creativity “emerges in the students when they look for the arguments or plots or when they 
search for solutions to stage the play appropriately (possible stage, distribution of roles, 
preparation of materials, etc.)”.
39
 The critical thinking, according to the author (ibid.), “is 





4. 2. 3. Disadvantages of using theatre 
There are many advantages to theatre use in class, but there are some disadvantages as well. 
“The truth to be told,” admits Lemut Novak (2009: 38) “the reasons against [theatre use] can 
be easily found too”.
41
 From the teachers' point of view, working in a theatre class requires 
that the teachers invest a lot of their free time and energy. It means that the teachers take on 
some additional workload that they may not be paid for (ibid). 
Regarding the drama techniques, Gómez Gómez makes an observation that could also be 
applied to theatre classes and workshops. The author (2014: 69) notes that “each group has its 
own idiosyncrasy and the students can react differently to the proposal of working [with 
drama techniques] in the classroom”.
42
 Hidalgo Martín (2014: 5) agrees with Gómez Gómez 
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“La creatividad aflora entre los estudiantes o bien para buscar argumentos y tramas o bien, para buscar 
soluciones para llevar el montaje de una forma adecuada (posible escenario, reparto de papeles, preparación de 
materiales, etc.)”. 
40
 “El espíritu crítico se desarrolla comentando aspectos de la obra o del montaje con los que están o no de 
acuerdo”. 
41
 My own translation. 
42
“Cada grupo tiene su idiosincrasia y los estudiantes pueden reaccionar de modo diferente a la propuesta de 
trabajar [con las técnicas dramáticas] en el aula”. 
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and admits that “the educational culture can be [a] problem”.
43
 According to Hidalgo Martín, 
“the students sometimes expect only grammar exercises and gap fills and may feel that this 
type of activities makes no sense (ibid.)”.
44
 To solve this problem, Hidalgo Martín (ibid.) and 
Goitia Pastor (2007: 106) suggest that we always explain to our students the aim of the 
activities we use. If the aims are clear, this, according to Hidalgo Martín (ibid.), makes it 
impossible not only for the students but also for the rest of the teachers to question the 
usefulness of the activities. 
As far as theatre workshops are concerned, Hidalgo Martín (2012: 27) observes that “what 
can be a problem is the desire of some students to be in the limelight, [the desire that] can 
have a counter-productive effect, since some students, the more shy ones, may become 
inhibited due to the extroversion of those students”.
45
 The teacher, thus, must “try to give the 
same opportunities to all, seeking consensual views” (ibid.).
46
 Additionally, Hidalgo Martín 
asserts that to protect the student's self-esteem, it is indispensable to “gradually introduce the 
activities that represent a greater risk for the self-image”.
47
 
It is essential that the teacher knows how to motivate their students and that (in case of not 
being a native speaker) he or she is fluent enough and capable of communicating efficiently in 
the target language. If the teacher does not master the target language sufficiently, this can 
produce counter-productive results, for example, in the phonetic aspect (Hidalgo Martín, 
2012: 27). 
Another challenge that the teachers may face is the fact that it is not easy to find texts for the 
low proficiency levels. In general, the texts are not adapted for use in the classroom, which 
means that they are full of colloquialisms and word plays, which are sometimes difficult to 
understand even at high proficiency levels. Nevertheless, with a little bit of persistence, we 
can find interesting and motivating texts even for the students with low proficiency levels 
(ibid.). Lemut Novak (2009: 39) agrees with Hidalgo Martín's observations concerning the 
level of texts stating that the text we choose may sometimes contain “things that the students 
and the potential spectators will find incomprehensible – for example the ʻcultural gapsʼ”.
48
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“La cultura educativa puede ser [un] problema”. 
44
 “A veces los estudiantes solo esperan ejercicios gramaticales y de huecos y pueden ver que este tipo de 
actividades no tienen sentido”. 
45
 “Lo que sí parece un problema es el afán de protagonismo de algunos estudiantes que puede ser 
contraproducente ya que algunos estudiantes, los más tímidos, pueden cohibirse por la extroversión de estos”. 
46
 “[El profesor debe] intentar dar las mismas oportunidades a todos buscando opiniones consensuadas”. 
47
 “[Es imprescindible] ir graduando las actividades que supongan mayor riesgo para la imagen personal”. 
48
 My own translation. 
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However, Lemut Novak adds that a text can always be adapted: we may decide to omit some 
things or to add them (ibid). We can always adjust the text to our group of students. 
Based on my own experience, the responsibility of the group may sometimes be an issue as 
well. Theatre classes, especially when we plan a final performance, require group effort and 
many times it is difficult to achieve that all the group members do the assigned tasks (e.g. read 
the text at home, come to class, study their character, prepare their costume) with the same 
level of responsibility. Because of that, group work on as well off the stage is essential for the 
good functioning of the group. That said, when we achieve that there is a group synergy and 
the group functions, the learner feels accepted by the group and the negative affective factors 
are balanced out in the group.  
4. 2. 4. Criteria for text selection 
According to Comba Otero (2014: 21), the fact that we use theatre in the classroom does not 
always necessarily refer to a theatre workshop or a theatre class which ends with a 
performance of a play.  
Nonetheless, if we decide to work on a play, “choosing the right play is crucial” (Vernon, 
2015). With this idea in mind, Hidalgo Martín (2014: 44) presents some useful hints that can 
make choosing the text easier. The author states that the play should be a play that is 
originally written in Spanish.
49
 The translations are not a valid choice since the theatre plays 
teach students about the culture and society of the country in which they were written. If we 
work with the translated works, we “lose possible didactic exploitation (ibid.)”.
50
 The author 
further on paraphrases the idea of Santos (2010), who alleges that “the texts have to be 
[written] in the XX or XXI century,
51
 as the goal is to [help] students be communicatively 
competent in the modern society […] and at the present moment”(ibid.).
52
 Furthermore, 
Hidalgo Martín remarks that the topic of the play should “be current, easy to understand and 
[should] interest the students” (ibid.).
53
 Moreover, both the play and the dialogues should be 
sufficiently short. Concerning the dialogues, they should contain more action than evasion 
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 If we adhere to this idea, the plays that we work on in English theatre class should be originally written in 
English, the plays that we work on in Romanian theatre class should originally be written in Romanian, etc. 
50
 “[Con las traducciones] estamos perdiendo una posible explotación didáctica”. 
51
 In certain circumstances we may decide to work on a play that was written earlier. One such example is 




 “Los textos han de ser del siglo XX o XXI, ya que se pretende que los alumnos sean competentes 
comunicativamente en la sociedad […] y en el momento actual”. 
53
 “[El tema de la obra debe] ser actual, fácil de entender e interesante de acuerdo a los intereses del alumnado”. 
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and reflection. Hidalgo Martín (2014: 45) refers to Torres (1999), who argues that we should 
avoid monologues, “because they can turn out to be monotonous”.
54
  
In regard to the students' abilities and text level, Vernon (2015) alleges that the teachers 
should “assign roles according to the abilities of [their] students” and “adapt the script to suit 
[the group's] needs”. If, for example, there are some students in our group whose proficiency 
level is above the level of the rest of the students, we can change their lines and make them 
longer, or we can add some more complex sentence structures (ibid.).  
According to my own experience, adapting the original text cooperatively, and producing a 
new version of it, can be a very fruitful activity both in terms of language learning 
(development of reading comprehension skill, development of speaking skill) and 
development of skills such as critical reading, aesthetic sense, etc. I participated in the 
Spanish theatre group at the Faculty of Arts in Ljubljana in the academic year 2016/2017; we 
worked on the play Luz Difusa by Vicente García Campo. When we discussed the text as a 
group we decided to modify it and add some fragments from other authors (e.g. Miguel de 
Unamuno, Jorge Luis Borges, and Ramón María del Valle-Inclán). Each of us could also 
change our lines to suit our proficiency level. García Campo himself enthusiastically 
embraced our version of the play. The most interesting part of this experience, however, was 
the fact we made the text ours by means of revision and re-creation.  
5. EMPIRICAL PART 
 
5.1. Research aims and research questions 
 
This investigation focused on the students' perspective. It examined the influence of theatre 
classes on the development of speaking skills of two groups of foreign language students at 
the Faculty of Arts in Ljubljana. It intended to endorse theatre as a far-reaching tool in the 
foreign language classroom with regard to the speaking skills development. Another goal was 
to promote theatre as a means that helps students overcome language anxiety. These goals led 
to the creation of the following research questions: 
1. Does participation in theatre classes make students feel more confident about their speaking 
skills? Does it help them lose fear of speaking in the foreign language?  
                                                          
54
 “[Hay que evitar monólogos] que puedan resultar monótonos”. 
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2. Do the students consider theatre classes as something beneficial for foreign language 
acquisition? Do they feel it helps them improve their speaking skills?  
3. If students participate in a theatre class, does this also benefit other courses in terms of 
active participation? 
4. Do the students of English and the students of Spanish observe the same amount of 
progress concerning the lowering of speaking anxiety and improved speaking skills? 
5.2. Hypotheses 
 
My goal was to confirm or reject the following hypotheses:  
1. The students regard theatre classes as a tool that helps them lose fear of speaking in a 
foreign language. 
2. The students perceive theatre classes as something that helps them to improve their 
knowledge of a language and to boost their speaking skills. 
3. Student participation in theatre classes has positive effects on their engagement in other 
courses. 
4. Since the students usually start learning English earlier, they might be more acquainted 
with the language. They might feel less hesitant when they have to speak and might be more 
proficient in English. Consequently, the students of English might report less progress in 
these areas than their Spanish counterparts. 
 
5.3. Research Method  
 
This research is based on the qualitative approach. As Dörnyei (2007: 24) explains, 
“qualitative research involves data collection procedures that result primarily in open-ended, 
non-numerical data which is then analyzed by non-statistical methods”. In other words, I 
conducted interviews to collect the data and I analyzed interviewees’ responses descriptively. 
The ultimate goal of qualitative research is not to determine “how representative the 
respondent sample is or how the experience is distributed in the population” (Dörnyei, 2007: 
126). The main aim of this type of inquiry is “to find individuals who can provide rich and 
varied insights into the phenomenon under investigation so as to maximize what we can 




5.4. Description of the Instrument 
 
I used the format of a semi-structured interview to collect the data. According to Dörnyei 
(2007: 136), semi-structured interview means that “there is a set of pre-prepared guiding 
questions […] [but at the same time] the format is open-ended and the interviewee is 
encouraged to elaborate on the issues raised in an exploratory manner”. All the participants 
were asked the same twelve questions that I prepared before the interviews. However, during 
each individual interview I added some additional questions when I needed clarification. I 
took some questions from a questionnaire by Goitia Pastor (2007: 108-109) an adapted them. 
 
Question 1 asked the students to assess themselves regarding their proficiency in 
English/Spanish. Questions 2 and 3 focused on the affective factor in the EFL /SFL 
classroom. Their purpose was to uncover the feelings that accompany speaking and the 
students' approaches to speaking in EFL /SFL class. Questions 4-8 addressed theatre. They 
explored students' potential previous experience and their reasons for participation in theatre 
classes at the Faculty of Arts. Moreover, the questions examined what students felt when 
acting in a foreign language and theatre's influence on the learners' progress in terms of 
language anxiety and language proficiency. Questions 9 and 10 aimed to identify the results 
of theatre classes on students' speaking skills and their engagement in other courses. Students 
were asked to estimate the progress of their classmates for question 11. The final question 
asked the students to state whether or not they would take part in a theatre class again. To 
ensure that the questions would provide me with the right data I conducted a pilot interview 
with two students of Spanish in April 2019. The profile of the students that participated in the 
pilot interview matched the profile of the interviewees that were later the subjects of this 
investigation. Because the information obtained from the pilot interview did not entirely 
coincide with the goals set by the hypotheses, I had to introduce some changes. While the 
pilot interview consisted of 11 questions, the interviews that formed the basis of my research 
comprised 12 questions as I added question number 7. When conducting the final interviews, 







5.5. Description of the participants: Students of Spanish 
 
First, I interviewed four students of Spanish who participated in Spanish theatre at the Faculty 
of Arts in Ljubljana in the academic year 2018/2019. The interviewees had to exhibit at least 
one of the following traits: they had a low proficiency in Spanish or they were timid. The 
students were not required to have any experience with theatre prior to the university theatre 
group. The first three participants participated in the staging of the play Dios en la Niebla by 
Natalia de la Llana, while the fourth student was involved in the staging of the play El lector 
por horas by José Sanchis Sinisterra. In both cases theatre classes spanned one semester. All 
the interviewees were female.  
The profiles of the interviewees are presented in the chart
55
 below. 






Age Experience with theatre Code 













A2 20 Montenegrin theatre group 
and French theatre group 
in High School (4 years) 
SSP1 
A student of 
Spanish and 
English 
timid B1/B2 20 theatre in primary school, 
theatre in High school (3 
years), 
Spanish theatre group and 
English Theatre group (1 
year at the University) 
SSP2 
A Student of 
Spanish and 
History 
timid B1+ 21 Theatre group in Primary 
school 
SSP3 
A Student of Learned B2 22 Slovene theatre group in SSP4 
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 I adapted the chart by Patricija Čamernik (2018: 46). I added the categories “Relevant traits” and “Proficiency 







but took a 
gap year and 




5.6. Description of the participants: Students of English 
 
I also interviewed three students of English who took part in English theatre at the Faculty of 
Arts in Ljubljana in the academic years 2018/19 and 2019/2020. As learners usually start 
learning English earlier (some start in the kindergarten), their experience with theatre in 
English may be different from the experience of the students who participated in Spanish 
theatre group. Nevertheless, the interviewees who participated in English theatre group had to 
exhibit the same characteristics as the students of Spanish. They had to display at least one of 
the following characteristics: they had low proficiency in English, or they were timid. It was 
not obligatory for them to have any experience with theatre prior to the university theatre 
group. So far, the English theatre group prepared three projects: The first one in April 2019, 
the second one in September 2019 and the third one in December 2019. In April 2019, the 
English theatre group was divided into 6 groups of 4 students; each group prepared one 
fragment from the play chosen. In September 2019, English theatre group worked as one 
group and staged a play they titled “Shakespeare for Millennials”. In December 2019, the 
group staged the play A Christmas Carol by Charles Dickens. All interviewees were female. 
The profiles of the interviewees are presented in the chart
56
 below. 






Age Experience with theatre Code 
A Student of 
English 
timid B2+ 21 Slovene theatre in High 
School (2 years) 
SE1 
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 I adapted the chart by Patricija Čamernik (2018: 46). I added the categories “Relevant traits” and “Proficiency 




A Student of 
English 
timid B2+ 22 No prior experience with 
theatre groups, but has a 
lot of experience as a 
spectator  
SE2 
A Student of 
English 
(Serbian, came 




the age of 4, 
timid 
 
C1 20 Some experience with 
French theatre in primary 
school, and English theatre 
in High school (one play) 
SE3 
 
5.7. Description of data collecting process 
 
The interviews with the students of Spanish were conducted between May and October 2019. 
The first interview was made in May, the second in June, the third in August and the fourth in 
October. All of the conversations with the interviewees took place at the Faculty of Arts in 
Ljubljana after the plays were performed. 
I interviewed the students of English in January 2020, after their third theatre project. The 
interviewees answered my questions at the Faculty of Arts in Ljubljana.  
I prepared the questions in Slovene, English, and Spanish, for two participants were not 
Slovene. One Spanish student was interviewed in Spanish and one English student was 
interviewed in English. On average, the interviews lasted 40 minutes. 
I made the conversations' transcriptions after the interviews took place. When transcribing, I 
tried to “use a transcription system that [could] best represent the interactions [I] have 




Feature in speech Symbol/word in transcription 
1. False starts -- 
2. Pauses (…) 
3. Reported speech “” 
4. Deleted first syllable of a word  ' (e.g. 'bout for about) 
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 For features 1-4 and 8 I used the symbols proposed by Tagliamonte (2004: 5-7).  
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5. Illegible part [?] 
6. Emphasis italics 
7. Word that does not suit the context or is 
invented by the interviewee 
* 
8. Hesitation words (e.g. um, oh, ah) and 
fillers (e.g. huh, mm, eh)  
Included in the transcription.  
9. Colloquial words Included in the transcription. 
10.My comments  [] 
 
Interview transcriptions can be found in the Appendices.  
6. RESULTS ANALYSIS AND INTERPRETATION 
 
The analysis consists of the comparison between the answers of the two interviewee groups. 
The answers refer to different research questions, which is why the analysis is divided among 
various subsections. On the grounds of privacy protection of the research participants, all the 
interviewees were given a code name consisting of letters and a number (e.g. SSP 1 for 
Student of Spanish 1; SE1 for Student of English 1). 
6. 1 Research question 1: Does participation in theatre classes make students feel 
more confident about their speaking skills? Does it help them lose fear of speaking 
in the foreign language? 
 
Whit which areas do you feels theatre has helped you the most in general? And concerning emotions? 
Chart 3: Coding of the Spanish students' answers (The benefits of the theatre class regarding the affective 
factor) 
Coded text Codes Category 
 
SSP1: “[Theatre helped me] to 
lose fear a little bit, the fear of 
making mistakes in Spanish, 
because I was very stressed, 





SSP2: “I feel that this class 
 











The benefits of the theatre class 
regarding the affective factor  
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gave me more confidence when 
it comes to speaking in Spanish. 
I was relaxed when I had to 
speak even before that, but now 




SSP3: “I was definitely a little 
bit more relaxed at the end[.] 
When we were doing the 
activities Gemma stressed it all 
the time that it is important to 
relax and say the first thing that 
comes to your mind [and this 
helped me] to go out of my 




SSP4: “[Theatre classes] helped 
me with my social anxiety, as 
mentioned. It is now easier for 
me to communicate with people 
in general. 
























Chart 4: Coding of the English students' answers (The benefits of the theatre class regarding the affective factor) 
Coded text Codes  Category 
 
SE1: “Theatre class mostly 
served to me as a relaxation 
from the exams. And maybe I 
got to know certain plays that I 
didn't know before. As far as 
literature is concerned, I 
broadened my horizons a little. 
I knew some classmates before, 
and I met some here. It seems to 






SE2: “Theatre class boosted my 
confidence a lot. I am, in 
general, a very silent person. If 
someone speaks to me 
unexpectedly, I freeze. We also 
connected more as a group. 
When I came to the Faculty, I 
 
 a form of relaxation 
 broadening horizons 
regarding the literature 













 confidence boost 






The benefits of the theatre class 
regarding the affective factor 
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didn't know anyone. Then, [In 
the theatre class], I met 10 
persons. I get along really well 
with them, and we see each 
other every day.” 
 
SE3: “It helped me with the 
stage fright. I mean, I still got 
kind of fidgety and panicky, 
ʽcause I am naturally born in 
panic mode mmm (…) but I 
don’t know, being around those 
people who—I, I feel like we 
are a family for some reason. At 
the beginning [of the academic 
year] I didn’t know a lot of 
people, ʽcause I didn’t socialize 
as much as I did when the 










 stage fright 
improvement 
 group dynamics 
 
Regarding the affective factor, the extroverted student of Spanish, who was a beginner when 
the school year started, mentioned that the theatre class helped her overcome the fear of 
making mistakes when speaking Spanish. Two timid students of Spanish declared that the 
theatre class helped them feel more relaxed when speaking Spanish. The professor's attitude 
was essential, as suggested by one of the students of Spanish. The student explained that the 
professor was always emphasizing the importance of being relaxed. Concerning being 
relaxed, one student of English asserted that theatre club served her as a form of relaxation 
from other Faculty-related commitments. 
Students in both groups mentioned some other non-linguistic benefits. One student of Spanish 
reported that participating in the theatre class aided her in gaining more confidence. Similarly, 
one student of English stated that theatre positively influenced her self-assurance. The theatre 
class had a positive impact on one Spanish student's social anxiety level. One student of 
English reported that the theatre club helped her overcome stage fright. The theatre club 
introduced one student of English to new plays. The theatre helped all of the students of 
English to get to know their fellow students. This benefit was not mentioned by any of the 
students of Spanish. 
All of the students of English were quite confident in their speaking skills in English even 





What about other classmates? Do you think those who were struggling with anxiety when they had to 
speak made progress?  
Chart 5: Coding of the Spanish students' answers (The benefits of the theatre class regarding the affective factor 
-classmates) 
 
Coded text Codes Category 
 
SSP1: “I think this depends a 
lot on the person. If one wants 
to (...) mmm change themselves 
because some individuals were 
very reserved, but I did not 
observe that they would want 
to, how do you say that? (...) 
improve this. Even though 
Gemma tried to (...) I do not 
know how to say this (...) aid 
them. […] But I can’t tell you 
exactly because I wasn’t paying 





SSP3: “Yes. It seems to me that 
I was among the more reserved 
ones regarding this issue. But I 
think that other students with 




SSP4: “Yes, I think that 
everyone made progress. I 
mean, the difference can be 
seen in everyone immediately 
in the first semester. 
Nevertheless, I believe that all 
the people in my group spoke 
quite a lot.  
 
 reserved 



































The benefits of the theatre class 




Chart 6: Coding of the English students' answers (The benefits of the theatre class regarding the affective factor 
-classmates) 
Coded text Codes Category 
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SE1: “Yes, a difference is 
visible in some people that 
otherwise don't speak that 
much. They are a little bit more 




SE2: “There is a difference 
between people. One classmate 
is still a little bit reserved. She 
is still uncomfortable and tense. 
But compared to last year, she 
speaks a lot more. Another 
classmate really opened up in 
the theatre. I know them, and 






SE3: “Yes, definitely. I just 
recently started being friends 
with one. She was very closed-
off at the beginning. I don't 
remember-- She spoke to some 
people she knew outside of 
theatre mmm but now she is 
very open. I know there were a 
lot of kids that pulled back, as 
in they didn't want to speak up 
ʽcause they were shy, but now if 
we see that they have an idea, 
we shout “Everybody stop 
speaking!” and then we give 
them the word.” 






















 progress regarding 
shyness 
The benefits of the theatre class 
regarding the affective factor -
classmates 
 
Spanish students' opinions regarding the progress of their classmates in terms of overcoming 
speaking anxiety differed. While two timid students declared their belief that other classmates 
successfully conquered speaking anxiety, one extroverted interviewee asserted that some shy 
individuals didn't progress in the course of the theatre class. This student, however, may not 
be the most reliable source of information, as she admitted she wasn't paying much attention 
to the progress of her classmates. On the other hand, all the students of English affirmed that 
the theatre club helped some of their classmates overcome their shyness. Some classmates 
opened up a little bit more in the English theatre club meetings, according to one of the 
interviewees. Similarly to the observation of the extroverted Spanish student, one student of 
English maintained that not all the classmates made the same amount of progress. The same 
40 
 
interviewee contrasted the progress made by two of her fellow students that she already knew 
before the theatre club started. Moreover, one student of English reported that she recently 
befriended a classmate who was very reticent at the beginning. The same student asserted that 
at the beginning, many students were reserved and didn't want to speak. Now, the entire group 
works together to allow the timid students to speak, as reported by the interviewee. 
 
Do you remember any in-class activities that helped you and your classmates lose fear of speaking in 
Spanish? 
Chart 7: Coding of the Spanish students' answers (Helpful activities done in the theatre class) 
Coded text Codes Category 
 
SSP2: “We worked on some 
scenes (someone had acted the 
scene out, and then another 
person had to summarize it). All 
of us, even the more reserved 
students, had to say what had 
happened. Gemma insisted that 
the student should find the 
answer when it was their turn. It 
was necessary to speak, and 
then next time we had a theatre 





SSP3: “[…] We stood in a 
circle, and each of us had to say 
the first Spanish word that came 
to their mind. At the end of the 
first round, Gemma read my 
body signs and understood that 
I was not (...) I was not very 
relaxed or, better said that I was 
very uncomfortable. After a 
couple of activities, she 
achieved that my body loosened 
up and that I was capable of 
saying the first thing that came 




SSP4: “At the moment, no 
specific exercise comes to my 
mind. But activities in general, 
the whole process helped. I 
 
 summarizing 
 the need for 
communication 

















 being uncomfortable 
 activity in a circle 











 being uncomfortable 
 the whole process 
 professor’s attitude 
 




liked the professor's attitude. 
She immediately saw that I was 
not relaxed, but, despite this, 
she did not give off the vibe 




Chart 8: Coding of the English students' answers (Helpful activities done in the theatre class) 
 
Coded text Codes Category 
 
SE1: “In my opinion, the 
warming-up exercises helped 
me the most, because they were 
less serious by their nature, but 
still required you to speak in 
front of many people. In this 
way, we also connected more, 
and this made everything easier. 
For example, in smaller groups, 
we showed something with 
sounds or mime, or we imitated 
different things in the exercise 
called "The bus" (I think it is 
called this way). The professor 
also encouraged us all the time, 
and due to this, everything was 




SE2: “At the beginning of the 
academic year, when there were 
a lot of us, we had 
improvisation exercises because 
(...) because they are that kind 
of exercise where you can't just 
say "No, I won't do this". You 
are forced to present your idea 
to others. I attended only a 
couple of those meetings, so I 
think that the September play 
helped me the most. For that 
show, we practiced the 
individual scenes so many times 




SE3: “It was the 
improv[isation] thing for sure, 
 
 warming-up exercises 
 demonstrating 
something with a sound 
or mime 
 “The bus” exercise 















 improvisation exercises 

















 improvisation exercises 
 “The bus” exercise  
 




'cause nobody knew what we 
were doing; we didn't even have 
the whole scripts yet uuh (...) 
And that was very helpful, 
seeing other people being in the 
same situation where we are all 
starting from the ground up. 
The improv[isation] activities 
for sure helped me. The thing 
that we did with, like, a bus. 
You get the chairs and then uuh 
there is a driver and the driver 
switches as the persons go up. 
One person comes in, they do 
something, everybody has to 
repeat it, and then they move 
on. And the driver comes up 
with an excuse for why they 
have to leave. And then another 
person becomes the driver, and 
they have to do the same.” 
 
All of the interviewees in the Spanish part asserted that the professor's attitude and her 
reaction to the students' moods were important. As one of them explained, the professor made 
sure that the students were relaxed by doing the activities that encouraged them to unwind. 
Similarly, one of the students of English declared that the educator's attitude played a key role 
in the creation of a relaxed atmosphere. The interviewee stated that the professor was 
encouraging the entire time. Two students of Spanish mentioned that the activities requiring 
communication encouraged them gradually to speak in Spanish, even though they felt slightly 
forced at first. Likewise, one of the students of English noted that the improvisation exercises 
were helpful; as they demanded that the students communicate and share their ideas with their 
classmates.  
The two groups of interviewees' responses didn't overlap when it comes to specific activities. 
One of the interviewees in the Spanish part claimed she couldn't remember any specific 
activity adding that the process as a whole was helpful. Another student of Spanish mentioned 
an activity requiring that the students describe a scene their classmate acted out. A circle 
activity demanding that each student says the first Spanish word of which they thought was 
mentioned by one student of Spanish. As far as the students of English are concerned, two of 
them stated that the improvisation exercises helped them. Moreover, two students asserted 
that the activity called "The bus" was helpful. One student of English affirmed that repeatedly 
rehearsing the scenes helped her feel self-assured. The warming-up exercises, for example, 
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showing something with sounds or mime, were described as beneficial by one student of 
English. 
6.2 Research question 2: Do the students consider theatre classes as something 
beneficial for foreign language acquisition? Do they feel it helps them improve 
their speaking skills?  
 
Which areas do you feel theatre has helped you the most with (in general, regarding the language)? 
Chart 9: Coding of the Spanish students' answers (Theatre’s impact on language acquisition) 
Coded text Codes Category 
 
SSP1: “From the theatre on, I 
drew closer to the study of 
Spanish. It helped me be (even 
more) spontaneous when 
speaking in Spanish. Clearly, 
my Spanish improved a lot after 
the theatre.”  
 
 
SSP2: “I noticed that I used 
certain words or phrases that 
appeared in our text when I was 
writing essays and also in some 





SSP3: “I don't think the theatre 
classes helped me to acquire 




SSP4: “Concerning the 
language, I think that these 
classes helped me acquire the 
structures, how to say 
something (for example, which 
tense to use). When we 
prepared our last play, we 
worked with a long text that 
contained a lot of dialogues, 
and I believe I learned a lot of 
structures from it. I also started 
to use more the words that I 
learned from the text.” 
 
 
 coming closer to the study 
of the foreign language 





















 grammar improvement 
 vocabulary enhancement 
 language functions 
 
 








Chart 10: Coding of the English students' answers (Theatre’s impact on language acquisition) 
 
Coded text Codes Category 
 
SE1: “As far as the vocabulary 
and grammar are concerned, I 
think I learned more by 
studying in general. I think I 
also learned from reading and 
things like that, not directly 
because of the theatre. In 
theatre class, you just learn 
those couple of sentences and 
other people's lines. So, I don't 





SE2: “Regarding the language, 
it is possible that I gained 
something in this area too, and 
I'm not even aware of it. This 
year, the professor for 
Language in Use wrote a 
comment under my essay 
stating that I made progress in 
how I express certain things. 
She said that I find very specific 
expressions for some concepts, 
and I think I gained this from 
the theatre. I like to read books, 
but lately, I didn't have much 
time for that. Other lectures 
must have contributed to it too, 





SE3: “Vocabulary-wise, theatre 
definitely helped me. It was 
very helpful.” 
 






































Theatre’s impact on language 
acquisition 
 
Two students of Spanish asserted that their participation in the theatre class brought about the 
enrichment of their vocabulary in Spanish. Similarly, two students of English declared that 
taking part in the theatre club stimulated the enrichment of their vocabulary in English. One 
of them suggested that other sources, such as other courses, might have assisted her as well. 
One student of Spanish affirmed that the theatre class had no impact on her vocabulary. 
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Likewise, one student of English declared that other sources probably contributed more to the 
enrichment of her vocabulary. The students of Spanish also mentioned some benefits that 
were not reported by the students of English. One of the students of Spanish, who was a 
beginner when the theatre class started, asserted that the class drew her nearer to the study of 
Spanish. She also maintained that it contributed to even bigger spontaneity in speech. One 
other student, who was not a beginner, but took a gap year and forgot a lot, reported that the 
theatre class benefited her language acquisition concerning grammar structures (tenses) and 
language functions (she learned how to say something). 
How did participating in the theatre class influence your speaking skills in Spanish/English? 
Chart 11: Coding of the Spanish students' answers (Theatre’s impact on the development of speaking skills) 
Coded text Codes Category 
 
SSP1: “If I started the school 
year off only with grammar all 
the time and no speaking, I am 
not sure I would now speak as 







SSP2: “I think that I was 
surrounded by classmates that 
had very good pronunciation, 
and if you are among such 





SSP3: “In the beginning, I think 
I was hindered by the difference 
in proficiency that I noticed 
between others and me. That 
difference really made me hold 
back, and I barely said a word 
in Spanish. But then in the 



































Theatre’s impact on the 
development of speaking 
skills 
                                                          
58 
The student reported this in reply to one other question (Question 10). However, I decided to include her 





SSP4: “[Theatre classes] had a 
positive effect. It seems to me 
that I am still lagging behind 
others, but I still think [theatre 
classes] helped me”. 
 speaking skills 




Chart 12: Coding of the English students' answers (Theatre’s impact on the development of speaking skills) 
 
Coded text Codes Category 
 
SE1: “Maybe I learned to use 
my voice, as you need to speak 




SE2: “I think the theatre helped 
me a lot, because (...) at first it 
felt uncomfortable to say 
something because it seemed to 
me that what I wanted to say 
wasn't expressed the way that I 
wanted. And then in theatre 
class, you have to say what you 
mean with something precisely, 
you can’t just say "What if we 
did it that way?" and not 
explain to anyone [exactly how 
you imagined doing it]. [If you 
do that], it will only bring about 
confusion. And so I somehow 
got used to saying what my 




SE3: “I wasn't like this a year 
ago. I was very shy to speak 
around people and to people 
'cause it was weird being here 
in Slovenia and just speaking 
English to people. And uuh I 
just got more *opened. I feel 
like I became free in a way 
mmm, not as in “I was very 
introverted, asocial before” (...) 
I did speak to people, but it was 
mostly limited to friends and 
people I knew. But now I am 
speaking to you, and I met you 
45 minutes ago.” 
 






 affective factor and the 
willingness to 
communicate 






















Theatre’s impact on the 






All the students of Spanish reported that the theatre class influenced their speaking skills in 
Spanish in a positive way, even though two students didn't mention the exact language skills 
area where they benefited. Likewise, the students of English stated that the theatre club had a 
positive impact on their speaking skills in English. One student of Spanish affirmed that the 
theatre class stimulated her willingness to communicate. In the beginning, the student 
withdrew from speaking in class, as she was very conscious of the language proficiency 
difference that she observed between her and her classmates. Similarly, two students of 
English declared that the theatre club prompted their willingness to communicate. One of 
them was struggling with social anxiety, and the other was hindered by the sensation that she 
couldn't convey her message the way she wanted. As far as the phonetic and prosodic features 
of the language are concerned, two students made intriguing observations. One student of 
Spanish affirmed that being around the classmates with exceeding pronunciation aided her 
improvement in pronunciation. One student of English reported that she learned how to 
project her voice in the theatre club. 
Do you think you now speak more naturally /fluently/ correctly? Do you now feel (even) more relaxed 
when you have to speak in Spanish classes? 
Chart 13: Coding of the Spanish students' answers (Speaking skills in the present) 
Coded Text Codes Category 
 
SSP1: “If I started the school 
year off only with grammar all 
the time and no speaking, I am 
not sure I would now speak as 




SSP1: “Yes, now I will say 
something even if it is not 




SSP2: “It would be good if we 
still had theatre class; that is if 
we had it the entire academic 
year. The previous semester I 
had four additional hours where 
 






 feeling more relaxed 
 attitude towards 
mistakes 








Speaking skills in the present  
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 The student reported this in reply to one other question (Question 10). However, I decided to include her 




I could speak in Spanish, and I 
think it shows. This semester 
we only had the Spanish 
Language in use subject where 
we mostly dealt with the 
subjunctive and didn't talk 
much, or if we did, we always 
spoke about the same topics and 
didn't work much on our 
vocabulary. Yes, I am [now] 
more relaxed [in other classes] 
too. I no longer worry whether 
(...) there is a mistake 
somewhere because, in theatre 
class, we were used to not fret if 
someone said something wrong, 
or if there were some 
grammatical mistakes. Gemma 
told us right at the beginning 
that (...) we won't deal with this 
because we are not here to have 
perfect grammar, that there are 
other subjects to help us with 
that. This subject aims to help 
you be more fluent, to be less 





SSP3: “Maybe, a little, but not 
immensely. Of course, I made 
some progress compared to the 
beginning of the academic year. 
I am not quite sure, however, 
whether I should attribute it to 
the theatre class, to the fact that 
I work for the Nefiks 
organization or to the other 
grammar-oriented subjects. It's 
probably a combination of all 
the factors mentioned. In 
regards to me being relaxed, it 
depends on to whom I speak. I 
feel completely comfortable 
around certain people, and 
around others, I don't. Maybe I 
still don't feel relaxed in front of 
a group of people at the Faculty. 
If it was a small group of 10-15 




SSP4: “Yes, now I will say 
 
 speaking skills 
improvement 
 feeling more relaxed 





























 speaking skills 
improvement 



















something even if it is not 
entirely correct. I feel more 
relaxed now. 
 willingness to 
communicate 





Chart 14: Coding of the English students' answers (Speaking skills in the present) 
 
Coded text Codes Category 
 
SE1: “I don't see any big 
difference, but maybe only I 
can’t see it. When it comes to 
the oral presentations, I am 
perhaps a little bit more relaxed 
now. My tenseness is related to 
the general stage fright; it 
doesn't have much to do with 






SE2: “I am not sure I speak any 
better because of it. I think the 
grammar-oriented subjects 
helped me more with that. I 
didn't have any problems with 
expressing myself before; it's 
just that now I'm a little bit 
more conscious about it thanks 
to the grammar-oriented 
subjects. Theatre, though, did 
influence my easiness when I 






SE3: “Yes, definitely. Theatre 
sure had something to do with 
it. Yes, I would be trembling if I 
had to do this interview a year 
ago. I didn't realize it until now, 
but when you asked me the 
question, I was like: Oh my 
God! Yes! I was very shy to 
speak my mind before.” 
 
 no big progress 













 speaking skills 
improvement due to 
other sources 













 feeling more relaxed 
 




Concerning their speaking skills in the present, most students of Spanish stated that their 
skills improved. One student made an important observation; she asserted that her progress is 
a result of various factors. According to her, other, more grammar-oriented subjects and the 
job at the Nefiks organization could also stimulate the improvement of her speaking skills. 
Similarly, one of the students of English ascribed the development of her speaking skills to 
her attendance in grammar-oriented classes. These comments are substantial, as they point at 
the difficulty of analyzing theatre class influence in a vacuum. One student of English 
declared that there is no observable difference in her speaking skills as far as 
correctness/fluency/ naturalness are concerned. 
Regarding the affective factor, all the students of Spanish asserted that they are now (even) 
more relaxed when they have to speak in Spanish. Three of them maintained that they are now 
ready to interact, although they might make some mistakes when speaking. On the other hand, 
speaking in front of big groups still presents a challenge to one timid student of Spanish. In 
terms of speaking anxiety, all three students of English declared to make progress. One of 
them stated that participating in the theatre club encouraged her to overcome stage fright and 
be more relaxed when doing oral presentations. Similarly, two other students maintained that 
they now feel more at ease when they have to speak and share their suggestions with others.  
One student of Spanish confessed her desire to participate in the theatre class the whole year, 
not just one semester. A two-semester class would, according to the student, give her more 
chances to practice speaking in Spanish. None of the students of English mentioned this wish, 
as all of them continued to participate in the English theatre club after the first project. 
 
6.3 Research question 3: If students participate in a theatre class, does this also 
benefit other courses in terms of active participation? 
Do you think you now participate more actively (speak more, ask more) also in other classes? 
Chart 15: Coding of the Spanish students' answers (In-class participation now) 
 
Coded Text Codes Category 
 
SSP1: “Yes, thanks to many 
things, but the theatre class had 
a key role. Now I'm not afraid 
to make mistakes. For example, 
if I compare Morphology and 
syntax 1 class and Morphology 
 
 increased participation 
 willingness to make 
mistakes 




In-class participation now 
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and syntax 2 classes: in 
Morphology and syntax 1 class 
I didn't want to say anything 
when we did the grammar 
exercises, I was always scared 
that I would make a mistake. 
Now I can ask questions when I 
don't understand something. All 




SSP2: “I think I now participate 
more than in the beginning, but 
it bothers me in general if there 
is that horrible silence when a 
professor asks something and 
(...) I say something, even if I 






SSP3: “I would say that a 
difference can be observed, but 
I don't know to what I should 
attribute it. Probably this is the 
result of many factors, as I 
mentioned before. But I can 




SSP4: “Yes. I would say that all 
the other subjects also 
contributed to it. For [in theatre 
classes], you can say something 
in Slovene as well; you needn't 
articulate it properly. And for 
the final performance, you have 
to learn everything by heart. It 
seems to me that the theatre 
helped me more with the 
structures; it helped me 
understand what sounds 
Spanish, rather than help me 
speak more fluently. But it 
helped me to be more relaxed 
























 increased participation 











 increased participation 
 various sources 
 
Chart 16: Coding of the English students' answers (In-class participation now) 
 
Coded text Codes Category 
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SE1: “No, I think nothing 
changed. The only change is 
that I no longer have stage 





SE2: “This year, there are many 
students in my group at 
Language in use course, so the 
professor rarely asks a specific 
student many questions. I don't 
participate much this year 
because the topics we deal with 
don't interest me. In Literature 
class at Prof. Krevel, I 
participate more than in 
Language in use class. Theatre 
contributed to this, as in Poetry 
class last year, I had prior 
knowledge many times, but I 
said nothing. In the first year, 
Prof. Šporčič, for example, said: 
"Tell me one example of irony" 
and I was too embarrassed to 
say "a firetruck on fire". […] 
From September on, it is a 
completely different story.” 
 
 
SE3: “Yes. I, I don't take part in 
uuh the lectures where the 
professors don't seem that open-
minded and are very 
conservative (very tough and 
don't like other opinions). Being 
corrected never mattered to me, 
honestly. That didn't influence 
my decision on speaking or not 
speaking. What influenced that 
decision the most was (…) just 
the fear of other people hearing 
what you say and not agreeing 
with you, or being wrong about 
something [i.e. having the 
wrong information].” 
 no development 


































 increased participation 
In-class participation now 
 
All the students of Spanish affirmed that they are now more actively engaged in the lessons. 
Despite being extroverted, one student still had some reservations about participating in the 
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beginning and reported that she now no longer feels fear when she has to ask for clarifications 
in-class. Once again, three interviewees pointed at the possibility that their progress is a result 
of various factors, such as other subjects. One shy student of English asserted that taking part 
in the theatre club didn't have an impact on her active participation in other classes. The only 
change that the student observed was that she didn't experience stage fright when doing the 
oral presentations anymore. In opposition, two other students of English stated that they now 
participate more actively in other classes. One of them elaborated on the statement declaring 
that she doesn't engage a lot in one course (Language in Use) because there are many students 
in the group (which means that she doesn’t have many opportunities to speak), and the topics 
don't appeal to her. The other student clarified that she participates in in-class debates given 
that the professor is receptive and tolerant of different opinions. 
 
What is your strategy when it comes to, for example, in-class debates? Do you volunteer/participate, 
but only if the teacher calls your name/prefer not to contribute?  
Chart 17: Coding of the Spanish students' answers (Students’ strategy concerning in-class speaking) 
 
Coded text Codes Category 
 
SSP1: “For example, in Prof. 
Alejandro's class, he allows you 
to speak if you want, he will not 
force you. A friend and I  ̶ we 
are always the ones that talk a 
lot because this is something 
natural for us, but I think it is 
more difficult for the 
Slovenians. They know how to 
speak, but they are afraid, 
something like that. They, 
however, also always have an 
opportunity to speak; we are all 
treated the same way. 
Sometimes Prof. Alejandro 
corrects me, or a friend helps 





SSP2: “I speak a lot; I like to 
talk, so this is not a problem for 
me. I love to express my 
opinion, and if I have to do it in 
Spanish class, this is not an 
 
 active role in debates 





























issue for me. Sometimes I ask a 
classmate to help me with a 
word, but otherwise, it is fine.” 
 
 
SSP3: “When a topic interests 
me (e.g., social criticism), I 
would love to participate. If the 
debate was in Slovene, I would 
definitely raise my hand, but I 
have slight reservations about 
doing that if the discussion is in 
Spanish. I usually wait for a 
little while, and then if I really 
don't agree with what someone 
said, or if the professor calls 
me, I say something. 
Nevertheless, it seems to me 
that my fear of speaking in 





SSP4: “Actually, yes, I 
volunteer because we usually 
have interesting debates, and I 
still want to say something. At 
the beginning of the first year, I 
was hoping I would never be 
called so that I could be quiet. 
Sometimes it is difficult for me 
to say what I want to say, but I 
still volunteer. Spanish Theatre 
class helped me a lot in general, 
not only regarding speaking in 
Spanish but also concerning 
social life. I believe it also 
helped me to (...) overcome my 
social anxiety, at least I 
attribute a significant role in my 








 Active role in debates 




















 active role in debates 







Chart 18: Coding of the English students' answers (Students’ strategy concerning in-class speaking) 
 
Coded text Codes Category 
 
SE1: “I usually wait for the 
professor to call my name. If I 
have my opinion and if the 
topic is very interesting, then I 
sometimes volunteer.” 
 
 waiting to be called 
 volunteering 
occasionally 
 active role in debates 
 
 






SE2: “Sometimes I volunteer, 
but it depends on the topic. If it 
is something that I am not 
familiarized with at all -for 
example, we [discussed] many 
pieces of research on veganism, 
and we had three girls [in our 
Language in Use group] that 
were strict vegans, and I could 
not discuss veganism with 
them. Expressing my opinion is 
not really a problem for me, but 
I often hold myself back 
because I don't want to hurt 
someone's feelings. It also 
depends on the professor, 
because if they are unyielding 
and uptight, I won't want to 
expose myself. And again, it's 




SE3: “It usually depends on the 
topic, but (…) I would usually 
like (…) uh, when I see that 
other people don’t want to say 
anything, I would chip in and 
say something to get the 
conversation going, ʽcause 
otherwise, it would be just 
awkward. And I hate being 









 active role in debates 



















 active role in debates 
 
 
All of the students of Spanish declared that they assume an active role in in-class debates 
now. According to the interviewees, not knowing a word or how to express themselves is no 
longer hindering them. One shy student of Spanish, however, admitted that she is still 
somewhat reserved when it comes to speaking in Spanish in-class. Similarly, one of the 
students of English, who is also shy, reported that she usually waits for the professor to call 
her. This implies a considerably less active role in conversations. The same student added that 
when the topic is interesting, and she has an opinion on it, she sometimes comes forward. 
Two other students of English stated that they participate actively, but their volunteering 
depends on the topic. According to one of the students, she is more prone to volunteer if she 
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feels at home with the topic. Her readiness to expose herself is based on a professor's mindset 
and approach toward mistakes. 
6.4. Research question 4: Do the students of English and the students of Spanish 
observe the same amount of progress concerning the lowering of speaking anxiety 
and improved speaking skills? 
 
The information gathered through the analysis of the first three research questions shows that 
the students of Spanish did not observe the same amount of progress as the students of 
English. As reported by the students of Spanish, theatre classes helped them all feel (even) 
more confident in their speaking skills. If the students were struggling with language anxiety, 
theatre aided them in overcoming it. On the other hand, all the students of English  felt fairly 
self-assured regarding their speaking skills even before the theatre club started; they did not 
suffer from language anxiety. The lack of language anxiety could be brought up by the fact 
that students usually start to learn English earlier than Spanish. As a consequence, they are 
probably more acquainted with the language when they enter University. 
Moreover, the students of English observed less improvement concerning language 
acquisition than the students of Spanish. Two students of Spanish and two students of English 
declared that taking part in the theatre class/club contributed to the enrichment of their 
vocabulary. One student from each group asserted that her participation in the theatre class 
did not influence her vocabulary significantly.The students of Spanish, however, also listed 
some benefits that were not mentioned by the students of English, such as bigger spontaneity 
in speech and familiarization with certain grammar structures and language functions. The 
students from both groups stated that taking part in the theatre class/club had a positive effect 
on their speaking skills. Regarding the naturalness/ fluency/correctness of their speech, the 
majority of the students of Spanish declared that their speaking skills improved. In opposition, 
two students of English reported that their taking part in the theatre club did not have a 
significate influence on the naturalness/ fluency/correctness of their speech. All the students 
of Spanish reported that they now feel (even) more relaxed when speaking in Spanish. 
Likewise, all three students of English declared to make progress.  
The data assembled indicates that being involved in theatre activities had a less significant 
impact on English students’ participation in other courses. While all the students of Spanish 
reported that they now participate in classes more actively, the students of English were not so 
unanimous. As far as in-class debates are concerned, all the students of Spanish stated that 
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they now assume an active role, although one shy student asserted she is still slightly 
reserved. On a similar note, one student of English admitted she usually waits until the 
professor calls her before she speaks. Two students of English now take on an active role in 
debates in class.  
7. DISCUSSION 
The findings of this research may be of use to both students and teachers of foreign languages 
at all levels of education. The results will show students the benefits of participating in a 
theatre class and encourage them to engage in theatre activities and theatre classes/ clubs. As 
far as the teachers of foreign languages are concerned, the findings will encourage them to 
include theatre activities in their lessons. Moreover, the study will stimulate the teachers to 
offer their students theatre class as an optional subject. It may help the teachers justify to the 
headmasters, and to their colleagues why theatre classes are a necessary ingredient of the 
school ecosystems. The study results will also offer teachers an insight into the different 
areas, linguistic and social, that can be developed through the use of theatre. This study may 
also be of use to the researchers by providing them with additional information on the 
usefulness of theatre classes concerning the lowering of the affective filter, language 
acquisition, and speaking skills development/improvement. 
As shown by the data gathered from the empirical part of this thesis, it is advisable to engage 
in theatre activities for various reasons. Concerning the affective factor, the research results 
show that participating in a theatre class reduces the fear of making mistakes when speaking a 
foreign language. The affective filter lowers because, in a theatre class, the emphasis is more 
on the message transmission than on the accuracy and due to the professor's positive attitude 
towards mistakes. Due to the positive atmosphere created in the theatre class, students also 
gain more confidence in their speaking skills and feel more relaxed and willing to make 
mistakes when speaking. The activities that can help students unwind in the theatre class are 
communicative activities that require the students to get over their fears and participate 
actively. Once again, the professor's attitude is essential, as it stimulates students' willingness 
to communicate. The specific activities with a relaxing potential are the warming-up activities 
(showing something with a sound/mime), activities done in a circle (e.g. saying one's first 
association in a foreign language), summarizing a scene that the classmates act out, "The bus" 
exercise and improvisation exercises. 
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As far as language acquisition is concerned, the findings show that theatre classes can help 
students achieve bigger spontaneity in a foreign language. Taking part in a theatre class can 
also help them enrich their vocabulary and gain a better understanding of the grammar (e.g. 
when to use certain tenses and language functions). 
Concerning speaking skills development and improvement, the results indicate that theatre 
classes can help students in this area. Participation in a theatre class can help students improve 
their pronunciation when they are surrounded by a teacher and classmates with good 
pronunciation. Furthermore, theatre classes can help students learn how to project their voice 
and be more precise when expressing their ideas. 
The research results also imply some non-linguistic benefits that I did not anticipate. 
According to the findings, theatre classes can help students overcome social anxiety and stage 
fright, and boost their self-assurance. In addition, taking part in a theatre class can serve 
students as an activity that offers them relaxation from other school-related obligations. It can 
expand students' horizons concerning literature when the group decides to stage a play that the 
students were not familiar with before. Being involved in a theatre class can bring students 
closer to the study of a foreign language they are studying. Attending a theatre class can have 
a positive effect on the dynamics of the group as the students can get to know their 
classmates. 
The findings of this research coincide with the arguments in favor of theatre use in-class 
presented in the theoretical part. Regarding the speaking skills improvement, language 
acquisition, and lowering of the affective factor, the results of this investigation also concur 
with the findings obtained by Hidalgo Martín (2012: 53) and Čamernik (2018:83-85). This 
synchronism in results suggests that it would be a wise idea to devote more curricular and 
physical space to the theatre. Theatre should continue being an optative subject at the 
university level. As far as primary and secondary schools are concerned, the theatre classes in 
a target foreign language could be offered as an optative subject to the students. Respecting 
the physical space in schools, I believe that it would be wise to consider dedicating a special 
room or a hall for theatre performances. It is true that "it is not necessary to have a lot of 
materials to be able to do theatre" (Hidalgo Martin, 2012: 53).
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 It is also, nevertheless, true 
that performing a theatre play in the gym sends a different message than acting on a stage in a 
hall. 
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This M.A. thesis intends to promote theatre as a powerful tool in the teaching of foreign 
languages. It focuses on the relationship between the theatre classes, the affective factor, and 
speaking skills. The main goal of the thesis was to explore the potential positive effects of 
theatre on the development of speaking skills of the students that study English and Spanish at 
the Faculty of Arts in Ljubljana.  
It is important to bear in mind that this investigation has some constraints. In terms of study 
design, the research is limited due to the fact it was based on the qualitative approach; I 
obtained the information through the interviews that aimed to collect students' personal 
experience with theatre. Due to the emphasis on the subjective, individual's experience with 
theatre, the number of research participants was small (7 in total). Moreover, it is difficult to 
isolate the impact of theatre from the influence of other subjects that the students attended. 
For all these reasons, it is difficult to generalize the research findings. 
In the theoretical part, I first described the role that the affective factor plays in a foreign 
language classroom. I have explained how the negative factors, among which language 
anxiety and low self-esteem stand out, block the acquisition of communicative competence. 
Next, I have explained what oral communication skills, the competence that the negative 
affective factors influence the most, is. After that, I have described how the Common 
European Framework of Reference for Languages (CEFR) defines the role of theatre in the 
classroom. I have briefly commented on the current situation regarding the use of drama 
techniques and theatre classes/workshops in Slovenian schools. I have outlined some 
advantages and disadvantages of theatre use in the classroom. I have also presented some 
useful guidelines which can make the choice of a play easier in case we decide to organize a 
theatre workshop or a theatre class. 
As far as the group of students of Spanish is concerned, the research results confirm the first 
hypothesis. The data has shown that participation in theatre class helped students overcome 
the fear of making mistakes and aided them to be more relaxed when speaking Spanish. One 
student of Spanish didn't suffer only from language anxiety but also social anxiety.  
Professor's attitude and her reaction to the students' moods, communicative activities, 
summarizing a scene, and an association activity done in a circle were all helpful to students 
of Spanish. Regarding the group of students of English, the data collected reject the first 
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hypothesis. The affective factor was the reason that the students were silent, but their silence 
had nothing to do with the language anxiety. If the students of English were quiet, this was 
due to stage fright/social anxiety. The activities that helped lower the affective factor in the 
case of the students of English were the improvisation exercises, "The bus" exercise, and 
warming-up activities (for example, showing something with sounds or mime). The 
professors' attitude was essential as well. 
The data partially confirms the second hypothesis for the group of students of Spanish. One 
student reported that the theatre didn't affect her vocabulary. Other students mentioned the 
following benefits of the theatre class: vocabulary enrichment, acquisition of grammar 
structures, and familiarization with language functions. In terms of speaking, all the students 
of Spanish maintained that they benefited from the theatre class. Pronunciation improvement 
was one of the positive effects of participation in a theatre class. Concerning the 
naturalness/fluency/correctness of their speech, the majority of the students of Spanish 
declared that they made progress. Their improvement, nevertheless, could be brought about 
by several factors, such as other subjects and students' extra-curricular activities. Regarding 
the students of English, the information collected from the interview analysis partially 
confirms the second hypothesis. Two students confirmed that participation in the theatre club 
helped them enrich their vocabulary. One student, on the other hand, felt that other sources 
contributed more to the enhancement of her vocabulary. In relation to the speaking skills, two 
benefits that were mentioned were: being more precise when expressing ideas, and learning 
how to project one's voice. When it comes to improving the fluency/correctness/naturalness of 
students' speech, the assembled data suggests that the students don't consider the theatre club 
as something that would help them progress. 
The third hypothesis is confirmed for the group of students of Spanish. All of the interviewees 
now engage more in other classes and take on an active role in in-class debates. One timid 
student, however, admitted that she still doesn't feel entirely comfortable speaking in front of 
big groups of students. In general, if the students don't know a word or don't know exactly 
how to say something, this no longer suppresses their willingness to communicate in Spanish. 
The improvement concerning the active in-class participation could be a product of several 
factors. The data collected suggest that the theatre class is one of those factors. As far as the 
group of students of English is concerned, the third hypothesis is partially confirmed. One 
interviewee reported that her participation in the theatre club did not affect her active 
engagement in other classes. Two other students, nevertheless, asserted that their participation 
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in other courses increased, and the theatre club was one of the factors that contributed to this. 
Concerning students' role in in-class debates, one interviewee usually assumes a slightly less 
active role. The other two students would volunteer if the topic interests them and they are 
familiarized with it, and if the professor established a good rapport with the class. Professor's 
attitude towards mistakes has a pivotal role.   
All the information assembled confirms the fourth hypothesis. In one case, a student of 
Spanish was a beginner when the theatre class started and felt insecure about her speaking 
skills. Another student was not a beginner, she learned Spanish in high school, but because 
she took a gap year, she forgot a lot of things, and felt insecure. The other two students were 
not beginners but were shy to speak in Spanish in-class, too. According to the research results, 
theatre helped them all to feel (even) more confident in their speaking skills. If the students 
experienced language anxiety, theatre helped them overcome it. In contrast, all students of 
English felt reasonably confident in their speaking skills even before they joined the theatre 
club, and didn't experience language anxiety. This could be due to the fact that students start 
learning English earliear than Spanish and are probably more familiarized with the language 
by the time they enter University. 
The students of English reported less progress regarding language acquisition than the 
students of Spanish. The data collected suggest that participation in theatre activities had a 
less prominent effect on English students' engagement in other classes. 
All in all, theatre classes seem to be most helpful at the beginning stages of language learning. 
As far as the affective factor is concerned, the research implies that students' silence in class 
may have roots not only in language anxiety but also in social anxiety. In either case, the data 
suggest that theatre classes are helpful. Concerning language acquisition, students considered 
theatre most helpful in improving their vocabulary. The increase in student participation in 
other classes could be brought about by many agents. According to the data assembled, 
theatre classes are one of those factors.  
It would be interesting to conduct further quantitative research regarding the influence of 
theatre use on the lowering of the affective filter and language acquisition, which would 
provide more conclusive results. Another interesting angle of further investigation would be 








Como estudiante, tuve unas experiencias muy positivas con el teatro en las clases de lenguas 
extranjeras. Pude observar como el teatro me ayudo a mis compañeros de clase y a mí a crecer 
como personas y también como estudiantes de lenguas extranjeras. Mis experiencias 
personales y mis observaciones estimularon mi deseo de explorar el tema del uso de teatro en 
las clases de lenguas extranjeras en más profundidad. 
 
A pesar de que somos una nación a la que le encanta el teatro, muchas escuelas eslovenas no 
tienen una sala especial dedicada a las presentaciones teatrales, conciertos, etcétera. Por eso, 
las representaciones muchas veces tienen lugar en un ambiente menos apropiado para ese tipo 
de actividades: el gimnasio. La ausencia de las salas teatrales puede insinuar que las 
actividades relacionadas al teatro tienen un papel secundario en las escuelas. En este trabajo 
final de máster me gustaría mostrar que el teatro merece la atención, especialmente en las 
clases de lenguas extranjeras. Me centraré en el uso del teatro en las clases de inglés como 
lengua extranjera (ILE) y español como lengua extranjera (ELE). No obstante, creo que los 
argumentos expuestos en el trabajo podrían aplicarse a cualquier otra lengua. Pienso que el 
término “teatro en la clase de ILE/ELE” está estrechamente relacionado con el concepto de 
continuidad. Es decir, el término puede referirse tanto a las técnicas dramáticas (i.e. micro-
actividades) como a las representaciones de obras enteras. Un maestro puede primero utilizar 
las micro-actividades para después paulatinamente dirigir a sus alumnos a la preparación de la 
presentación de una obra entera. Estas últimas se encontrarán en el centro de mi atención, 
aunque también se harán algunas referencias a las micro-actividades.  
 
En cuanto a los beneficios del uso de teatro en las clases de ILE/ELE, el énfasis se pondrá en 
el factor afectivo y la expresión oral, o la destreza oral. Basaré mi investigación en la idea de 
que las técnicas dramáticas, los talleres de teatro y las clases de teatro tienen un efecto 
positivo en la expresión oral. Argumentaré que los efectos positivos se pueden observar 
especialmente en la expresión oral de los estudiantes que tienen miedo de hablar en la lengua 
meta y/o que tienen un nivel bajo de competencia en inglés/español. 
 




La importancia de los factores afectivos para el aprendizaje ha sido resaltada por muchas 
investigaciones contemporáneas (Arnold, s.f.; Sánchez Carrón, 2013; Boquete Martín, 2014, 
Pavlin, 2017; Rosén, 2018). Los factores afectivos pueden ser tanto negativos como positivos 
y deberían estar en el centro de atención de los maestros de ILE/ELE, ya que pueden o 
facilitar o dificultar el aprendizaje de la lengua extranjera. Esto es más evidente en el caso de 
la destreza oral/ la expresión oral, puesto que esta es la destreza lingüística que está más 
afectada por el factor afectivo ya que requiere que los aprendientes se expongan más. 
El peso que tiene lo afectivo en el proceso de aprendizaje se reconoce explícitamente en el 
Marco Común Europeo de Referencia (MCER, Consejo de Europa, 2001). Hablando de la 
“competencia existencial” (saber ser), que forma parte de las competencias generales del 
alumno, se establece que 
la actividad comunicativa de los usuarios o alumnos no solo se ve afectada por sus 
conocimientos, su comprensión y sus destrezas, sino también por factores individuales 
relacionados con su personalidad y caracterizados por las actitudes, las motivaciones, 
los valores, las creencias, los estilos cognitivos y los tipos de personalidad que 
contribuyen a su identidad personal (Arnold, s.f.:1). 
De acuerdo con la ideología actual, una de las metas principales de los docentes de lenguas 
extranjeras es desarrollar la competencia comunicativa. A menudo esa meta resulta 
inalcanzable para los alumnos, a pesar de que objetivos comunicativos estén escritos en las 
programaciones y a pesar de intentar introducir actividades comunicativas. Una explicación 
puede ser que las restricciones temporales en el aula no coinciden con las necesidades de los 
alumnos. Por otro lado, la incompetencia comunicativa también puede ser producida por los 
factores afectivos (Arnold, s.f.: 3). En lo referente a los aprendientes eslovenos, Pavlin (2017: 
227) observa que los eslovenos cultivan un tipo de ʽperfeccionismo lingüísticoʼ que 
transmiten de la relación que tienen con la lengua materna y esto se está convirtiendo en una 
característica cultural de los eslovenos multilingües.  
Arnold (s.f.: 3) establece que en la enseñanza de segundas lenguas tiene un papel 
transcendental “la disposición a comunicarse” (willingness to communicate). Apoyándose en 
la descripción de McCroskey y Richmond (1990), Arnold (Ibíd.) explica que esto es “la 
disposición a participar, si hay oportunidad, en un acto comunicativo”. La autora (Ibíd.) cita a 
MacIntryre, Clement, Dörnyei y Noels (1998), quienes arguyen que "el objetivo final del 
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proceso de aprendizaje debe ser generar en los estudiantes de idiomas la voluntad de buscar 
oportunidades para la comunicación y la voluntad de comunicar en ellas".
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Nuestros esfuerzos en el aula deberían centrarse en la reducción del efecto de los factores 
negativos y la estimulación del efecto de los factores positivos. Entre los factores negativos 
destacan la ansiedad y la baja autoestima (Arnold, s.f.: 4).  
En lo que se refiere a la ansiedad, Sánchez Carrón (2013: 285) retoma la idea de Ellis (1994), 
quien alega que “la ansiedad de los alumnos aumenta en tres tipos de actividades: aquellas en 
las que se espera que el alumno se comunique de forma espontánea; las que incluyen la 
competición como elemento principal; en los exámenes”.  
Arnold (s.f.: 5) observa que “se puede reducir la ansiedad sustancialmente por medio de la 
actitud del profesor y de la atmosfera que este crea en el aula”. Más adelante, la autora afirma 
que hay que “mantener una política sobre la corrección de errores que no resulta amenazante 
para el alumno” (Arnold, s.f.: 6). Boquete Martín (2014: 7) coincide con ella y enfatiza que 
los errores deben considerarse como parte esencial de la adquisición de una lengua extranjera. 
Los errores son algo natural en la fase de interlengua, no obstante, hay que tener consciencia 
de ellos. Por eso Boquete Martín (Ibíd.) propone que “la corrección [se realice] cuando se 
produce una interrupción en la comunicación (o el desarrollo del ejercicio) antes que cuando 
se haya producido algún tipo de inexactitud o error fonético”. Šifrar Kalan (2008: 301) provee 
otro consejo útil: El maestro debe, lo más frecuente posible, usar las maneras indirectas de 
corregir errores, es decir, las maneras que usan los hablantes nativos en las situaciones 
comunicativas espontáneas, naturales. 
La manera de corregir y la frecuencia con la que se corrige, por supuesto, también dependen 
del tipo de actividad que se plantee en el aula de LE. Cuando llevamos a cabo una actividad 
orientada hacia la fluidez, debemos corregir a nuestros estudiantes menos que cuando 
hacemos una actividad orientada hacia la exactitud. 
Arnold (s.f.: 7) observa que “en un sentido, la ansiedad y la autoestima son dos caras de una 
moneda afectiva, una que impide el aprendizaje y otra que lo sustenta”. En una clase de LE 
con un enfoque comunicativo, la autoestima de los estudiantes adolescentes o adultos puede 
verse afectada de manera negativa, especialmente en las primeras fases del aprendizaje. Los 
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alumnos tratan de expresarse, de comunicar a sus compañeros “ideas ya maduras con recursos 
lingüísticos inmaduros” (Arnold, s.f.: 4).  
Para mejorar la autoestima de los estudiantes, Sánchez Carrón (2013: 283) propone “las 
interacciones en parejas o en grupo en las que los alumnos se dicen unos a otros halagos, se 
reconocen logros, se insiste en las buenas calidades personales, se expresa agradecimiento, 
etc.”. Es más, las actividades que incluyen trabajo en parejas o grupos pequeños son las 
actividades que mejor imitan las situaciones de la vida real, donde la mayoría de las 
conversaciones ocurre entre dos personas o grupos pequeños (Skela, 1999: 105). 
9.3 La destreza oral en la clase de lengua extranjera 
La destreza que probablemente está más afectada por los factores afectivos negativos (auto-
estima baja, ansiedad de lengua) es la destreza oral (Pavlin, 2017: 224). De hecho, Šifrar 
Kalan (2008: 291) observa que “frecuentemente identificamos hablar una lengua extranjera 
con tener bien desarrolladas destrezas en la lengua extranjera, lo que sugiere que la expresión 
oral tiene un papel principal en el aprendizaje de una lengua extranjera”.
62
 La autora realizó 
una investigación entre los estudiantes que estudian español en la Facultad de Letras en 
Ljubljana. Los resultados de su investigación mostraron que la destreza oral es la destreza más 
popular entre los estudiantes de español, pero al mismo tiempo es la destreza a la que los 
estudiantes temen más, tanto dentro como fuera de la clase (Šifrar Kalan, 2008: 300).  
El MCER (Consejo de Europa, 2001: 48) define comunicación oral como una de las dos 
actividades en las que el hablante transmite un mensaje hablado a uno o más 
oyentes/interlocutores. Skela (1999: 100) afirma que la comunicación oral es un proceso 
bidireccional que requiere un hablante y un oyente. El autor enfatiza que esto no significa que 
el hablante sea la única persona que habla y que el oyente sea pasivo durante el intercambio 
oral. Ambos participantes alternan en el rol del oyente y están obligados a reaccionar a lo que 
oyen. Por eso los maestros deben crear en la clase unas circunstancias adecuadas que permitan 
a los estudiantes combinar de manera significativa ambas destrezas (i.e. la destreza de hablar 
y la destreza de escuchar/entender) y participar en situaciones comunicativas auténticas 
(Ibíd.).  
Pavlin (2017: 224) retoma la idea de Skela (1999), quien alega que “la comunicación oral es 
la destreza lingüística más difícil de todas porque requiere el nivel de espontaneidad más alto, 
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producir el texto y pensar al mismo tiempo, como también el nivel de conocimiento formal de 
la lenguasuficientemente alto para evitar los errores y corregirlos instantáneamente”.
63
 En las 
clases de 25-30 estudiantes, es muy difícil hacer actividades para practicar comunicación oral 
(e.g. debates), ya que es difícil asegurar que todos los estudiantes participen y que los 
estudiantes dominantes no se antepongan a los estudiantes más sumisos. 
 Según Skela (1999: 101), el hecho de alcanzar la fluidez en la lengua es el objetivo principal 
de la enseñanza de la destreza oral. Si somos capaces de hablar de manera clara, de modo 
relativamente correcto y sin vacilar por demasiado tiempo, esto significa que adquirimos 
fluidez en comunicación oral. Para alcanzar esto, los maestros deben guiar a sus estudiantes 
de las actividades donde ellos solamente imitan un modelo hacia las actividades que requieren 
que utilicen la lengua independientemente y expresen su propio pensamiento. Mientras que la 
lectura en voz alta, por ejemplo, es una de las actividades menos exigentes, las 
representaciones de obras de teatro pertenecen a la categoría de actividades que solicitan que 
los estudiantes usen la lengua más libremente (Ibíd.: 112-114). 
9.4 El teatro como recurso para el desarrollo de la destreza oral en la clase de lengua 
extranjera 
9.4. 1 El teatro y el Marco Común Europeo de Referencia 
¿Qué papel tienen la literatura y el teatro en una clase enfocada en la adquisición de la 
competencia comunicativa? Comba Otero (2014: 21) explica que el Marco Común Europeo 
de Referencia (MCER, 2001) “destaca el importante papel que desempeñan tanto [los textos 
literarios] como [el teatro], a partir del nivel B2, dentro del aprendizaje de una lengua 
extranjera”. En lo que atañe a los propósitos comunicativos de la lengua, Hidalgo Martín 
(2012: 16) observa que el MCER implica los “usos estéticos de la lengua”, entre los cuales 
Hidalgo Martín destaca dos usos: 
 -Representar obras de teatro con guión o sin él 
-Presenciar y escenificar textos literarios como, por ejemplo, leer y escribir textos 
(relatos cortos, novelas, poesía, etc.), representar y presenciar como espectador 
recitales, obras de teatro y de ópera, etc. (Ibíd.).  
La autora añade que “entre la descripción de tareas recomendadas, el MCER propone la 
‘interpretación de un papel en una obra de teatro’” (Ibíd.). Aunque resulte más sencillo 
conseguir la competencia lingüística para leer un texto o para ser espectador de un 
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espectáculo, Hidalgo Martín (Ibíd.) arguye que la representación (es decir, la participación 
activa) supone niveles mayores de complejidad.  
A continuación, la autora (Ibíd.) afirma que todas las subcompetencias mencionadas de la 
competencia comunicativa se pueden desarrollar con la ayuda del teatro. En cuanto a la 
competencia lingüística, el aprovechamiento más grande se puede observar en el plano 
fonológico. Eso se debe al hecho de que en la fase de representación del texto se dedica 
mucha atención a la pronunciación y la prosodia: se estabiliza la posición de los puntos 
articulatorios, principalmente la dicción y la corrección de sonidos. En lo que se refiere a los 
planos léxico y sintáctico, Hidalgo Martín (Ibíd.) admite que el uso puede resultar más 
problemático: el profesor puede enfrentarse con dificultades al buscar textos que fuesen 
compatibles con, por ejemplo, el nivel de conocimiento de sus estudiantes.  
Aunque el aspecto sociolingüístico escasea en muchas obras de teatro (lo admiten tanto 
Hidalgo Martín como el MCER), siempre podemos encontrar algunas obras que sí incluyen a 
ese aspecto.  
El teatro también representa un extraordinario medio para practicar la competencia 
pragmática. Como expone Hidalgo Martín (2012: 17) “el trabajo sobre esa tipología textual, 
tan completa por la cantidad de hablantes que intervienen en ella y por la variabilidad de 
contextos y situaciones, nos ofrece un recurso magnifico para trabajar la ironía, la parodia y 
los actos de habla, por ejemplo”.  
En lo referente a las cuatro destrezas, en un taller de teatro se hace uso tanto de la 
comprensión como de la expresión, que en ambos casos puede ser o escrita u oral. Para 
conseguir un buen producto, en un primer lugar son imprescindibles la lectura y la 
comprensión de la obra. También es importante que el estudiante comprenda a sus 
compañeros y a las instrucciones del profesor/director. Mientras que la expresión oral es 
importante a la hora de hacer actividades para mejorar la dicción, la expresión escrita se 
practica, por ejemplo, cuando los estudiantes hacen anotaciones, escriben listas de materiales, 




9.4.2 Por qué usar el teatro en la clase de ILE/ELE 
9.4.2.1 La situación actual 
Hidalgo Martín (2014: 44) constata que los contenidos literarios (y el teatro en especial) no 
están presentados de manera sistemática en los manuales de español para extranjeros. Según 
la autora, esos contenidos tienen un papel marginal en los manuales, ya que se suele dedicar la 
última página del manual a ese tema. Gómez Gómez (2014: 68) admite que “muchos libros de 
texto recogen ya entre las actividades comunicativas que presentan actividades de juegos de 
personajes (role-plays) y simulaciones”. No obstante, la autora añade que “también es cierto 
que el uso de este tipo de actividades no es frecuente en el aula de lenguas, carencia que 
puede referirse a la falta de entrenamiento o preparación del profesorado” (Ibíd.). Según mis 
propias observaciones, las constataciones de Hidalgo Martín y Gómez Gómez pueden 
aplicarse también al contexto esloveno. 
En lo que se refiere a las clases de teatro en inglés, Lemut Novak (2009: 37) mantiene que “ya 
hay muchos grupos de teatro en escuelas secundarias eslovenas”.
64
 La autora añade que no ve 
ninguna razón por la cual los grupos de teatro no podrían usarse también en la escuela 
primaria, lo que implica que esos grupos son menos frecuentes en escuelas primarias (Lemut 
Novak, 2009: 37). En cuanto al nivel universitario, el grupo teatral empezó a estar activo de 
nuevo en el año académico 2018/19 en el Departamento de inglés (Facultad de letras en 
Ljubljana). En el año académico 2019/2020, el grupo continúa representando. De momento el 
teatro inglés tiene el estatus de club en el Departamento del inglés, todavía no es una 
asignatura optativa.  
En lo que respectal al teatro en español, actualmente hay un interés considerable en la lengua 
y cultura española en Eslovenia. En consecuencia y debido a las muchas oportunidades para 
aprender español, hay numerosos grupos de teatro que representan obras de teatro en español, 
fundadas por varias escuelas secundarias. También hay un grupo teatral formado por los 
estudiantes universitarios en la Facultad de Letras en Ljubljana (activo desde 1999) 
(RTVSLO.si, 2009). 
9.4.2.2 Ventajas del uso 
Hay varias ventajas del uso de teatro en la clase de una lengua extranjera. A continuación, voy 
a enumerar algunos beneficios que me parecen los más relevantes: 
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a) El uso del teatro en la clase es compatible con el enfoque comunicativo 
Nicolás Román (2011), como se cita en Vaqueiro Romero (2014: 38), afirma que está claro 
que el uso del teatro en la clase está basado en el enfoque comunicativo ya que los estudiantes 
trabajan en grupos y tienen el papel de protagonistas en su aprendizaje. Sirisrimangkorn 
(2018: 14) alega que ese tipo de enseñanza “corresponde a los objetivos de la enseñanza 
comunicativa de lenguas que dirige a los estudiantes hacia el uso de la lengua para alcanzar 
fines comunicativos”.
65
 El autor se basa en la idea de Miccoli (2003), quien explica que en los 
ensayos de teatro se crea un auténtico propósito comunicativo cuando los estudiantes deben 
establecer los personajes, sus personalidades y motivos (Ibíd.).  
b) La participación en actividades teatrales motiva a los estudiantes  
Maley y Duff (1982:13) escriben que “el teatro es motivador”.
66
 Cuando los estudiantes 
participan en un grupo de teatro, esto les motiva para aprender la lengua extranjera (Lemut 
Novak, 2009: 37). La participación en las actividades teatrales no solo ayuda a cultivar la 
curiosidad de los estudiantes sobre la lengua, sino que también les motiva más para usar la 
lengua meta (Lemut Novak, 2009; Sirisrimangkorn, 2018). 
c) El teatro ayuda a bajar el filtro afectivo 
En las clases o talleres de teatro, los estudiantes son proclives a explorar la lengua extranjera 
de una manera más relajada, ya que la atmósfera de confianza que se ha establecido les anima 
a dejar de bloquear el nuevo lenguaje, a tomar riesgos y sentirse estimulados de manera 
positiva (Williams-Fleck, 2014: 13; Boudreault, 2010). De hecho, una de las ventajas más 
grandes del uso de teatro en la clase es el hecho de que la lengua no representa el objetivo 
final. En cambio, la lengua se transforma en una herramienta mediadora necesaria con la que 
se alcanza el objetivo final. Otro fin podría ser conseguir que los estudiantes expresen su 
(des)acuerdo y provean argumentos a la hora de definir el personaje que interpretan o que 
describan en detalle una situación específica de una de las escenas en la obra, etcétera. 
Consiguientemente, la comunicación se convierte en una necesidad, y esto hace que los 
factores afectivos negativos pasen al segundo plano.  
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 “respond[s] to the objectives of communicative language teaching which steers learners to use language for 
communicative purposes”. 
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 “drama is motivating”. 
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d) El teatro estimula la confianza que los estudiantes tienen en su habilidad de hablar una 
lengua extranjera 
Heldenbrand (2003: 31) declara que, en el escenario, la exactitud lingüística no es tan 
fundamental como la comunicación. El enfoque no está en el habla exacto, sino en posibilitar 
a los estudiantes para que comuniquen [en la lengua meta]”.
67
 El autor desarrolla esta idea 
explicando que “como se ofrece a los estudiantes varias actividades para involucrarse con la 
lengua, su perspectiva personal sobre la lengua y la confianza en su competencia oral 
aumentarán de modo significativo”.
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e) El teatro ayuda a los estudiantes a mejorar su pronunciación y fluidez 
El teatro puede ayudar a los estudiantes a practicar y desarrollar su competencia oral, en 
particular la pronunciación y la fluidez (Boquete Martín, 2014; Lemut Novak, 2009). Los 
estudiantes, asimismo, practican la entonación, acentuación y el acento en la lengua meta 
(Lemut Novak, 2009: 37). 
f) El teatro favorece la adquisición y práctica del vocabulario y de la gramática 
El teatro es una herramienta útil en la enseñanza de lenguas porque permite que los 
estudiantes adquieran nuevos elementos del vocabulario de una manera plenamente 
contextualizada (Boudreault, 2010). Aparte del vocabulario, los estudiantes también practican 
el orden de las palabras y las estructuras sintácticas (Lemut Novak, 2009: 37). 
g) El teatro enseña a los estudiantes sobre la cultura meta 
El teatro nos puede ayudar a acercar a los estudiantes a la cultura de la lengua que aprenden. 
Williams-Fleck (2014: 13) se apoya en la idea de Miccoli (2003) afirmando que “la lengua no 
solo son palabras que se dicen, sino que también incluye cómo los hablantes nativos 
interactúan entre sí, se estrechan las manos, sostienen su cuerpo, etcétera”.
69
 El autor añade 
que “al usar teatro en la clase, esos aspectos se introducen de manera más natural” (ibid.).
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h) El teatro estimula el pensamiento crítico y la creatividad 
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 “On stage, exactness in the language is not as critical as communication. The focus is not on exact speaking, 
but on enabling students to communicate [in the target language]”. 
68
 “As students are provided various activities to get involved with the language, their personal outlook on the 
language and their speaking confidence become greatly enhanced”. 
69
 “Language is not only the words that are spoken but incorporates how native speakers interact with one 
another, shake hands, hold their bodies, etc.”. 
70
 “By using theatre in the classroom, these aspects are introduced in a more natural way”. 
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Autores como Boquete Martín (2014: 19), Hidalgo Martín (2012: 23) y Boudreault (2010) 
declaran que el teatro puede ayudar a desarrollar el pensamiento crítico y la creatividad de los 
estudiantes. Según Hidalgo Martín (2012: 23), la creatividad surge tanto cuando los alumnos 
buscan argumentos y la trama como cuando buscan soluciones para montar la presentación de 
la obra de modo apropiado (por ejemplo, buscan un posible escenario, se distribuyen los 
papeles, preparan los materiales, etc.). La misma autora (Ibíd.) explica que el pensamiento 
crítico se desarrolla “comentando aspectos de la obra o del montaje con los que están o no de 
acuerdo”.  
9.4.2.3 Inconvenientes del uso 
Hay una abundancia de ventajas al usar las técnicas dramáticas en clase, o incluso al realizar 
un taller de teatro. Sin embargo, hay que tener en cuenta también algunos inconvenientes. 
Desde el punto de vista del maestro, organizar una clase de teatro significa que el maestro 
asume un volumen de trabajo adicional por el cual tal vez no será remunerado (Lemut Novak, 
2009:38). Es esencial que el profesor sepa motivar a los alumnos y que, en caso de no ser 
nativo, sea bastante fluido y capaz de una comunicación eficaz en la lengua meta (Hidalgo 
Martín, 2012: 27).  
Respecto a un taller de teatro, Hidalgo Martín (2012: 27) observa que “lo que sí parece un 
problema es el afán de protagonismo de algunos estudiantes que puede ser contraproducente, 
ya que algunos estudiantes, los más tímidos, pueden cohibirse por la extroversión de estos”. 
El profesor, entonces, debe “intentar dar las mismas oportunidades a todos buscando 
opiniones consensuadas” (Ibíd.). Asimismo, Hidalgo Martín expone que, para proteger la 
autoestima del alumno, es imprescindible “ir graduando las actividades que supongan mayor 
riesgo para la imagen personal” (Ibíd.).  
Otro reto al que los profesores pueden enfrentarse es que no es fácil encontrar textos para 
niveles bajos de competencia. En general, los textos no están adaptados para el uso en el aula, 
lo que significa que abundan en coloquialismos y juegos de palabras, que a veces resultan 
difíciles de entender incluso para los niveles altos de competencia. No obstante, con un poco 
de perseverancia podemos hallar textos interesantes y motivadores también para los alumnos 
de niveles bajos (Ibíd.).  
Según mis propias experiencias, la responsabilidad del grupo a veces también puede ser 
problemática. Las clases de teatro, especialmente cuando planeamos una presentación final, 
requieren un esfuerzo de todo el grupo y muchas veces es difícil de conseguir que todos los 
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miembros del grupo hagan las tareas asignadas (por ejemplo, lean el texto en casa, vengan a la 
clase, estudien su personaje, preparen el vestuario) con el mismo grado de responsabilidad. 
Por eso, el trabajo de equipo, tanto dentro como fuera del escenario es esencial para el buen 
funcionamiento del grupo.  
 
9.5 Objetivos de la investigación y preguntas de investigación  
Esta investigación se centra en la perspectiva de los estudiantes. Examinó la influencia del 
teatro en el desarrollo de la destreza oral de dos grupos de estudiantes de la Facultad de Letras 
en Ljubljana. Pretendió promover el teatro como una herramienta de gran alcance en la clase 
de lengua extranjera en lo que se refiere al desarrollo de la destreza oral. Otro objetivo fue 
promover el teatro como un instrumento que ayuda a los estudiantes a superar la ansiedad de 
lengua. Esos objetivos llevaron a la creación de las siguientes preguntas de investigación: 
1. ¿La participación en las clases de teatro ayuda a los estudiantes a confiar más en su 
destreza oral? ¿Les ayuda a perder el miedo de hablar en la lengua extranjera? 
2. ¿Los estudiantes consideran el teatro como algo beneficioso para la adquisición de la 
lengua extranjera? ¿Sienten que el teatro les ayuda a mejorar su destreza oral? 
3. ¿Si los estudiantes participan en una clase de teatro, esto también favorece a su 
participación en otras clases? 
4. ¿Los estudiantes de inglés observan el mismo grado de progreso que los estudiantes de 
español? 
9.5.1 Las hipótesis 
Mi meta fue confirmar o rechazar las siguientes hipótesis: 
1. Los estudiantes consideran las clases de teatro como una herramienta que les ayuda a 
perder el miedo de hablar en la lengua extranjera. 
2. Los estudiantes perciben las clases de teatro como algo que les ayuda a mejorar su 
conocimiento de lengua y su expresión oral. 
3. La participación de los estudiantes en las clases de teatro tiene un efecto positivo en su 
empeño en otras clases. 
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4. Como los estudiantes normalmente empiezan a aprender el inglés más temprano que el 
español, probablemente están más familiarizados con el inglés. Es posible que sean más 
competentes en inglés y menos reservados cuando tienen que hablar en inglés. Por lo tanto, 
puede que los estudiantes de inglés reporten menos progreso en esas áreas que los estudiantes 
de español. 
9.5.2 Metodología 
Esta investigación está basada en el enfoque cualitativo. Según Dörnyei (2007: 24) “una 
investigación cualitativa implica procedimientos de recopilación de datos que 
primordialmente resultan en datos abiertos, no-numéricos, que luego se analizan con métodos 
no-estadísticos”.
71
 Es decir, realicé las entrevistas para obtener los datos necesarios y luego 
analicé las respuestas de las entrevistadas de modo descriptivo. El objetivo final de la 
investigación cualitativa no es determinar “en qué grado la muestra es representativa o cómo 
se distribuye la experiencia entre la población” (Dörnyei, 2007: 126).
72
 La meta principal de 
este tipo de exploración es “encontrar individuos que pueden proveer observaciones ricas y 




9.5.3 Descripción del instrumento 
Usé el formato de la entrevista semi-estructurada para recopilar los datos. Según Dörnyei 
(2007: 136), el término entrevista semi-estructurada significa que “hay una serie de preguntas 
orientadoras preparadas de antemano […] [pero al mismo tiempo] el formato es abierto y se 
alienta al entrevistado a que ahonde más en las cuestiones planteadas de modo 
exploratorio”.
74
 Pregunté a todas las entrevistadas las mismas doce preguntas que preparé 
antes de hacer las entrevistas. No obstante, durante cada entrevista individual también añadí 
algunas preguntas adicionales cuando tuve que aclarar algo. Tomé y adapté algunas preguntas 
del cuestionario hecho por Goitia Pastor (2007: 108-109). 
La pregunta 1 requirió que las estudiantes evaluaran su competencia en inglés/español. Las 
preguntas 2 y 3 se centraron en el factor afectivo en la clase de ILE/ELE. Su propósito fue 
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 “Qualitative research involves data collection procedures that result primarily in open-ended, non-numerical 
data which is then analyzed by non-statistical methods”. 
72
 “How representative the respondent sample is or how the experience is distributed in the population”. 
73
 “To find individuals who can provide rich and varied insights into the phenomenon under investigation so as 
to maximize what we can learn”. 
74
 “There is a set of pre-prepared guiding questions […][at the same time] the format is open-ended and the 
interviewee is encouraged to elaborate on the issues raised in an exploratory manner”.  
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descubrir los sentimientos que acompañan la expresión oral y cómo los estudiantes abordan la 
expresión oral en la clase de ILE/ELE. Las preguntas 4-8 abordaron el tema del teatro. 
Exploraron potenciales experiencias previas de las estudiantes con teatro y las razones por las 
que decidieron a participar en las clases /club de teatro en la Facultad de Letras en Ljubljana. 
Asimismo, las preguntas examinaron qué sintieron las estudiantes cuando actuaron en la 
lengua extranjera. También se investigó la influencia del teatro en el progreso de las 
estudiantes en lo que se refiere a la ansiedad de lengua y competencia lingüística. Las 
preguntas 9 y 10 pretendieron identificar la influencia de las clases de teatro en la expresión 
oral de las estudiantes y en su participación en otras clases. Se pidió a las estudiantes evaluar 
el progreso de sus compañeros de clase con la pregunta 11. La pregunta final requirió que las 
estudiantes declararan si les gustaría participar en otra clase de teatro o no. Para asegurarme 
de que las preguntas me proveyeran de los datos adecuados hice una entrevista piloto con dos 
estudiantes de español en abril de 2019. El perfil de los estudiantes con los que se hizo la 
entrevista piloto coincidía con el perfil de las estudiantes que fueron después sujetos de 
investigación. Como la información obtenida del pilotaje no coincidía totalmente con los 
objetivos planteados por las hipótesis, tuve que introducir algunos cambios. Mientras que la 
entrevista piloto consistía de 11 preguntas, las entrevistas que representaron la base para mi 
investigación constaron de 12 preguntas, ya que anadí la pregunta 7. Cuando hice las 
preguntas con los sujetos de investigación, agregué otra subpregunta a la pregunta 1 y tuve 
que reformular las preguntas 3, 6 y 10 de la entrevista piloto para poder tomar en cuenta la 
información necesaria que satisficiera las preguntas de investigación planteadas. 
 
9.5.4 Descripción de las participantes: Las estudiantes de español 
Primero entrevisté a las cuatro estudiantes de español. Tres estudiantes participaron en la 
clase de teatro en el año académico 2018/19. Todas las entrevistadas tuvieron que exhibir por 
lo menos una de las siguientes características: tenían un conocimiento de la lengua española 
bajo o eran tímidas. No era necesario que las estudiantes tuvieran alguna experiencia con las 
clases de teatro antes de participar en la clase de teatro en la Facultad. Las primeras tres 
entrevistadas participaron en la presentación de la obra Dios en la Niebla escrita por Natalia 
de la Llana, mientras que la cuarta entrevistada participó en el montaje de la obra El lector 
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por horas escrita por José Sanchis Sinisterra. En ambos casos la clase de teatro duro un 
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9.5.5 Descripción de las participantes: Las estudiantes de inglés 
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Entrevisté a tres estudiantes de inglés que participaron en el club de teatro en la Facultad de 
Letras en Ljubljana en los años académicos 2018/19 y 2019/2020. Las estudiantes de inglés 
debieron exhibir las mismas características que las estudiantes de español. Hasta ahora, el 
grupo de teatro inglés ha presentado tres proyectos: El primero en abril de 2019, el segundo 
en septiembre 2019 y el tercer en diciembre de 2019. En abril 2019, el grupo estuvo dividido 
en 6 grupos de 4 estudiantes que prepararon un fragmento de la obra escogida. En septiembre 
de 2019, el grupo trabajó como un solo grupo y montó la obra que titularon “Shakespeare for 
Millenials”. En diciembre de 2019, el grupo presentó la obra A Christmas Carol escrito por 
Charles Dickens. Los perfiles de las entrevistadas se presentan en la tabla
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 abajo. 
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9.5.6 Descripción del proceso de recopilación de datos 
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Las entrevistas con las estudiantes de español se hicieron entre mayo y octubre de 2019. La 
primera entrevista se hizo en mayo, la segunda en junio, la tercera en agosto y la última en 
octubre. Todas las conversaciones con las entrevistadas ocurrieron en la Facultad de Letras en 
Ljubljana, después de las presentaciones de las obras.  
Hice las entrevistas con las estudiantes de inglés en enero de 2020, después del tercer 
proyecto del grupo de teatro. Las entrevistadas respondieron a mis preguntas en la Facultad de 
Letras en Ljubljana.  
Preparé las preguntas en esloveno, inglés y español, ya que dos de las entrevistadas no fueron 
eslovenas. Entrevisté a una estudiante de español en español y a una estudiante de inglés le 
entrevisté en inglés. En promedio, las entrevistas duraron 40 minutos. Transcribí las 
conversaciones después de hacer las entrevistas. 
9.6 Análisis e interpretación de los resultados 
9.6.1 Pregunta de investigación 1: ¿La participación en las clases de teatro ayuda a los 
estudiantes a confiar más en su destreza oral? ¿Les ayuda a perder el miedo de hablar 
en la lengua extranjera? 
¿En qué áreas crees que la clase de teatro más te ayudó en general y en el sentido emocional? 
En cuanto al factor afectivo, la estudiante de español extrovertida, que fue una principiante 
cuando empezó la clase de teatro, mencionó que la clase le ayudó a superar el miedo de 
cometer errores al hablar español. Dos estudiantes de español tímidas declararon que la clase 
de teatro les ayudó a sentirse más relajadas cuando hablaron español. La actitud de la 
profesora fue esencial según una de las estudiantes de español, ya que la profesora siempre 
enfatizaba que es importante estar relajado. En cuanto al estado relajado, una de las 
estudiantes de inglés afirmo que el club de teatro le sirvió como actividad para relajarse de 
otras obligaciones escolares. 
Las estudiantes en ambos grupos mencionaron otros beneficios no lingüísticos. Una 
estudiante de español y una estudiante de inglés señalaron que su participación en la clase/el 
club de teatro les ayudó a ganar más confianza en sí mismas. El teatro afectó de manera 
positiva en el nivel de ansiedad social de una estudiante de español. Una estudiante de inglés 
declaró que el teatro le ayudo a superar el miedo al público. El teatro ayudó a todas las 
estudiantes de inglés a conocer mejor a sus compañeros de clase. 
78 
 
¿Qué tal los otros compañeros? ¿Crees que los que lucharon con la ansiedad cuando tuvieron que 
hablar también progresaron?  
Las opiniones de las estudiantes de español en cuanto al progreso de sus compañeros variaron. 
Mientras dos estudiantes tímidas alegaron que otros compañeros superaron la ansiedad de 
lengua con éxito, una entrevistada extrovertida afirmó que, en su opinión, algunos estudiantes 
tímidos no progresaron a lo largo de la clase de teatro. La estudiante, sin embargo, 
probablemente no es la mejor fuente de información, como admitió, ya que no estuvo tan 
atenta al progreso de otros estudiantes. Las estudiantes de inglés, por otro lado, afirmaron que 
el teatro ayudó a algunos estudiantes a superar la timidez. Similar a la observación de la 
estudiante de español extrovertida, una estudiante de inglés mantuvo que no todos los 
compañeros de clase avanzaron del mismo grado. Una estudiante de inglés alegó que al 
principio muchos estudiantes eran reservados y no querían hablar. Según la estudiante, ahora 
todo el grupo coopera para dar a esos estudiantes tímidos la oportunidad de hablar.  
¿Te acuerdas de alguna actividad hecha en la clase de teatro que te ayudó a ti y a tus compañeros a 
perder el miedo de hablar en español /inglés? 
Todas las estudiantes de español afirmaron que la actitud de la profesora y su reacción a los 
estados de ánimo de estudiantes fueron esenciales. Como explicó una de las estudiantes, la 
profesora se aseguró de que los estudiantes estuvieran relajados a través de actividades que les 
animaran a relajarse. Asimismo, una de las estudiantes de inglés declaró que la actitud de la 
profesora tuvo un papel imprescindible en la creación de la atmósfera relajada. Dos 
estudiantes de español mencionaron que las actividades que requerían comunicación les 
animaron paulatinamente a hablar, aunque se sentían un poco forzadas a participar en ellas al 
principio. En cuanto a las actividades más útiles, las estudiantes de ambos grupos 
mencionaron diferentes actividades. Una estudiante de español sostuvo que no podía 
acordarse de ninguna actividad beneficiosa, pero añadió que el proceso como un todo fue 
beneficioso. Otras estudiantes de español mencionaron que les ayudó cuando tuvieron que 
describir una escena presentada por sus compañeros y cuando tuvieron que decir la primera 
palabra española que les vino a la mente (la actividad se hizo en un círculo). Las estudiantes 
de inglés mencionaron ejercicios de improvisación, la actividad llamada “El bus”, ensayos 
frecuentes de escenas y ejercicios de calentamiento donde era necesario mostrar algo con 
sonidos o gestos. 
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 9.6.2 Pregunta de investigación 2: ¿Los estudiantes consideran el teatro como algo 
beneficioso para la adquisición de la lengua extranjera? ¿Sienten que el teatro les ayuda 
a mejorar su destreza oral? 
¿En qué áreas crees que esta asignatura te ayudo más en cuanto a la lengua? 
 Dos estudiantes de español y dos de inglés afirmaron que su participación en actividades 
teatrales tuvo una influencia positiva en el enriquecimiento de su vocabulario en español e 
inglés respectivamente. Una estudiante de español mantuvo que el teatro no tuvo ningún 
impacto en su vocabulario. De modo similar, una estudiante de inglés mencionó que otras 
fuentes probablemente contribuyeron más al enriquecimiento de su vocabulario. Una 
estudiante de español, que fue principiante cuando empezó la clase, sostuvo que la clase de 
teatro le acercó más al estudio de español y contribuyó a una mayor espontaneidad en su 
expresión oral. Otra estudiante de español, también principiante, afirmó que el teatro le ayudó 
a aprender ciertas estructuras gramaticales (tiempos verbales) y funciones de lengua (cómo 
expresar algo). 
¿Cómo influyó la participación en la clase/ el club de teatro en tu destreza oral en español/inglés? 
Todas las estudiantes de español señalaron que la clase de teatro tuvo un impacto positivo en 
su destreza oral, aunque dos estudiantes no mencionaron qué destrezas exactamente 
mejoraron. Asimismo, las estudiantes de inglés alegaron que el teatro influyó en su destreza 
oral de manera positiva. Una estudiante de español y dos estudiantes de inglés declararon que 
el teatro estimuló su voluntad de comunicar. En lo referente a las características fonéticas y 
prosódicas de la lengua, dos estudiantes hicieron observaciones intrigantes. Una estudiante de 
español afirmó que el hecho de estar rodeada por los compañeros con buena pronunciación le 
ayudó a mejorar su propia pronunciación en español. Una estudiante de inglés señaló que en 
el club de teatro aprendió a proyectar su voz. 
¿Piensas que ahora hablas con más naturalidad/ fluidez/corrección? ¿Te sientes más relajada cuando 
tienes que hablar en las clases de español/inglés? 
En cuanto a su destreza oral en el presente, la mayoría de las estudiantes de español señaló 
que mejoraron. Una estudiante hizo una observación importante; sostuvo que su progreso es 
el resultado de varios factores. Según la estudiante, otras asignaturas, más orientadas hacia la 
gramática y su trabajo para la organización Nefiks (Organización de educación no formal) 
también podrían estimular su progreso. Del mismo modo, una estudiante de inglés contribuyó 
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su avance a las clases que se centran en la gramática. Una estudiante de inglés declaró que no 
hubo una diferencia observable en su expresión oral en cuanto a la 
naturalidad/fluidez/corrección.  
En lo referente al factor afectivo, todas las estudiantes de español alegaron que ahora están 
(aún) más relajadas cuando tienen que hablar en español. Tres de ellas mantuvieron que ahora 
están dispuestas a interactuar a pesar de la posibilidad de que hagan algún error al hablar. Una 
estudiante de español tímida confesó que hablar delante de un grupo de estudiantes grande 
todavía le presenta un reto. Todas las estudiantes de inglés declararon que progresaron en 
cuanto al factor afectivo. Una de ellas afirmó que la participación en el club de teatro le ayudó 
a superar el miedo al público y a estar más relajada a la hora de hacer presentaciones orales. 
Asimismo, las otras dos estudiantes de inglés mantuvieron que ahora se sienten más relajadas 
cuando tienen que hablar y compartir sus ideas con los demás.  
9.6.3 Pregunta de investigación 3: ¿Si los estudiantes participan en una clase de teatro, 
esto también favorece a su participación en otras clases? 
¿Crees que ahora también participas más (hablas más, preguntas más) en otras clases? 
Todas las estudiantes de español afirmaron que ahora participan activamente en las clases. A 
pesar de ser extrovertida, una estudiante tuvo algunas reservas en cuanto a la participación en 
la clase al principio porque fue principiante. La estudiante señaló que ahora ya no siente 
miedo cuando tiene que pedir aclaraciones en clase. Una estudiante de inglés tímida alegó que 
su participación en el club de teatro no tuvo ningún impacto en su participación activa en 
otras clases. Dos otras estudiantes de inglés alegaron que ahora participan de forma más 
activa en otras clases. Una de ellas explicó que no participa mucho en una de las clases 
(Lengua en uso) porque hay muchos estudiantes en el grupo (y por eso no tiene muchas 
oportunidades para hablar) y porque no le interesan los temas. Otra estudiante aclaró que 
participa en los debates en clase si el profesor es tolerante y receptivo respecto a las opiniones 
diferentes. 
¿Cuál es tu estrategia respecto a, por ejemplo, debates en clase? ¿Hablas 
voluntariamente/participas si te llama el profesor/prefieres no intervenir? 
Todas las estudiantes de español declararon que ahora asumen un rol activo en los debates en 
clase. Según las entrevistadas, no conocer una palabra o no saber cómo precisamente expresar 
una idea ya no les presenta un obstáculo. Una de las estudiantes de español tímida, sin 
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embargo, confesó que todavía tiene ciertas reservas a la hora de hablar en clase ante de un 
grupo grande de estudiantes. De modo similar, una estudiante de inglés tímida señalo que de 
modo normal espera que el profesor la llame y después habla, lo que implica un papel un poco 
menos activo en debates. La misma estudiante añadió que si el tema es interesante y tiene su 
opinión respecto a ese tema, a veces se ofrece a hablar. Dos de las otras estudiantes de inglés 
afirmaron que participan activamente, pero su participación depende del tema. Según una de 
las dos estudiantes, es más probable que se ofrezca si se siente familiarizada con el tema. Su 
disposición a exponerse depende de la mentalidad del profesor y de su actitud hacia los 
errores. 
9.6.4 Pregunta de investigación 4: ¿Los estudiantes de inglés observan el mismo grado 
de progreso que los estudiantes de español? 
La información obtenida a través del análisis de las primeras tres preguntas de investigación 
muestra que las estudiantes de español no observaron el mismo grado de progreso que las 
estudiantes de inglés. Según las estudiantes de español, las clases de teatro les ayudaron a 
todas a sentirse (aún) más seguras en su destreza oral. Si las estudiantes luchaban con la 
ansiedad producida por la lengua extranjera, el teatro les ayudó a superarlo. Por otro lado, 
todas las estudiantes de inglés se sentían bastante seguras en su destreza oral aún antes de 
participar en el club de teatro. La ausencia de la ansiedad de lengua podría ser el resultado del 
hecho de que los estudiantes de modo normal empiezan a aprender inglés más temprano que 
el español y por eso están más familiarizados con la lengua inglesa cuando entran en la 
universidad. Las estudiantes de inglés observaron menor grado de mejoramiento que las 
estudiantes de español en lo que se refiere a la adquisición de la lengua. Las estudiantes de 
ambos grupos afirmaron que su participación en la clase/club de teatro tuvo un impacto 
positivo en su destreza oral. En lo referente a la naturalidad/fluidez/corrección de su habla, la 
mayoría de las estudiantes de español declaró que su destreza oral mejoró. Por otro lado, dos 
estudiantes de inglés  alegaron que su participación en el club de teatro no tuvo un impacto 
significativo en la naturalidad/fluidez/correción de su habla. Todas las estudiantes de español 
observaron que ahora se sienten (aún) más relajadas a la hora de hablar en español. De modo 
similar, las estudiantes de inglés  declararon que progresaron en esta área. La información 
recogida indica que el hecho de participar en las actividades teatrales tuvo un impacto menos 
considerable en la participación activa de las estudiantes de inglés que en la participación de 
las estudiantes de español  en otras clases. 
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 9.7. Discusión  
Los hallazgos de esta investigación podrían servir tanto a los aprendientes como a los 
profesores de lenguas extranjeras en todos los niveles educativos. Los resultados mostrarán a 
los estudiantes los beneficios de participar en una clase/club de teatro  y les animarán a 
participar en las actividades teatrales y en las clases/clubs de teatro. En cuanto a los 
profesores de lenguas extranjeras, los resultados les animarán a incluir las actividades 
teatrales en sus clases. Además, estimularán a los profesores para ofrecer a sus estudiantes las 
clases de teatro como una asignatura opcional. Esta investigación también podría servir a 
otros investigadores proveyéndoles con información adicional sobre la utilidad de las clases 
de teatro en cuanto a la reducción del filtro afectivo, la adquisición de la lengua y el 
desarrollo/mejoramiento de la destreza oral.  
Como demostró la información recogida de la parte empírica de esta tesis, es recomendable 
participar en las actividades teatrales por varias razones. En lo que se refiere al factor afectivo, 
los resultados de la investigación muestran que la participación en una clase de teatro reduce 
el miedo de hacer errores a la hora de hablar una lengua extranjera. El filtro afectivo baja 
porque, en una clase de teatro, el énfasis está en la transmisión del mensaje y no tanto en la 
precisión lingüística. También es importante la actitud positiva del profesor hacia los errores. 
Las actividades que ayudan a los estudiantes a perder el miedo en una clase de teatro son las 
actividades comunicativas que requieren que los estudiantes superen sus miedos y participen 
activamente.  
Por lo que respecta a la adquisición de la lengua, los resultados muestran que las clases de 
teatro pueden ayudar a los estudiantes a alcanzar una mayor espontaneidad en la lengua 
extranjera. La participación en una clase de teatro también les puede ayudar a enriquecer su 
vocabulario y a comprender mejor la gramática (por ejemplo, cuándo usar ciertos tiempos 
verbales, o cómo expresar ciertas funciones de lengua). 
En cuanto al desarrollo y mejoramiento de la  destreza oral, los hallazgos indican que las 
clases de teatro puden ayudar a los estudiantes en esta área. La participación en una clase de 
teatro puede ayudar a los estudiantes a mejorar su pronunciación cuando están rodeados de un 
profesor y compañeros de clase con una buena pronunciación. Asimismo, las clases de teatro 
pueden ayudar a los estudiantes a aprender cómo proyectar su voz y cómo ser más precisos en 
expresar sus ideas.  
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Los hallazgos de esta investigación coinciden con los argumentos a favor del uso de teatro en 
la clase presentados en la parte teórica. En lo referente a la mejora de la destreza oral, la 
adquisición de la lengua y la bajada del filtro afectivo, los resultados también coinciden con 
los hallazgos obtenidos por Hidalgo Martín (2012: 53) y Čamernik (2018: 83-85). Este 
sincronismo de resultados sugiere que sería buena idea dedicar más espacio físico y curricular 
al teatro. El teatro debe continuar siendo una asignatura optativa a nivel universitario. En 
cuanto a las escuelas primarias y secundarias, las clases de teatro en la lengua extranjera meta 
se podrían ofrecer a los estudiantes como una asignatura optativa. En lo referente al espacio 
físico en las escuelas, creo que sería inteligente pensar en dedicar un espacio o una sala 
especial para las presentaciones de teatro.  
9.8. Conclusión 
Este trabajo final de máster pretende promover el teatro como una herramienta poderosa en la 
enseñanza de lenguas extranjeras. Se centra en la relación entre las clases de teatro, el factor 
afectivo y la destreza oral. El objetivo final del trabajo final fue explorar los beneficios 
potenciales del teatro en cuanto al desarrollo de la destreza oral de las estudiantes de español e 
inglés en la Facultad de Letras en Ljubljana.  
Es importante tener en cuenta que esta investigación tiene ciertas limitaciones. Respecto al 
diseño de la investigación, este estudio está limitado debido a su enfoque cualitativo. Obtuve 
la información a través de las entrevistas que pretendieron recoger las experiencias personales 
de las estudiantes con el teatro. Debido al énfasis en las experiencias subjetivas de las 
individuales con el teatro, el número de participantes fue pequeño (hubo 7 entrevistadas en 
total). Además, es difícil aislar el impacto del teatro de otras influencias como otras 
asignaturas que las estudiantes atendieron. Por todas estas razones, es difícil generalizar los 
resultados de la investigación. 
En la parte teórica, primero describí el papel que el factor afectivo tiene en la clase de lengua 
extranjera. Expliqué cómo los factores negativos, entre los que destacan la ansiedad de lengua 
y auto-estima baja, bloquean la adquisición de la competencia comunicativa. Luego expliqué 
que es la destreza oral la destreza con mayor impacto por los factores afectivos negativos. 
Después, describí el papel que el Marco Común Europeo de Referencia (MCER) le atribuye al 
teatro en la clase. Brevemente comenté la situación actual en cuanto al uso de las técnicas 
dramáticas y las clases de teatro en las escuelas eslovenas. Destaqué algunas ventajas y 
desventajas del uso de teatro en la clase. Asimismo, presenté algunas pautas útiles que pueden 
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facilitar la elección de la obra de teatro en el caso de que decidamos impartir una clase de 
teatro. 
En lo referente a la primera hipótesis, los datos recogidos la confirman para el grupo de 
estudiantes de español. Los resultados mostraron que la participación en la clase de teatro les 
ayudó a las estudiantes de español a superar el miedo de hacer errores y a estar más relajadas 
a la hora de hablar en español. Una estudiante de español no solo sufría de la ansiedad de 
lengua, sino que también sufría de ansiedad social. La actitud de la profesora y su reacción a 
los estados de ánimo de los estudiantes, las actividades comunicativas, la actividad que 
requiere el resumen de una escena y la actividad de asociaciones, hecha en un círculo, todas 
les ayudaron a las estudiantes de español. En cuanto al grupo de estudiantes de inglés, los 
datos recogidos rechazan la hipótesis. El factor afectivo fue la razón por la que las estudiantes 
eran calladas, aunque su silencio no estuvo relacionado con la ansiedad de lengua. Si las 
estudiantes no dijeron nada en la clase, esto fue debido al miedo al público/ansiedad social. 
Las actividades que ayudaron a bajar el filtro afectivo de las estudiantes de inglés fueron 
ejercicios de improvisación, la actividad llamada “El bus” y los ejercicios de calentamiento 
(por ejemplo, el ejercicio que requirió mostrar algo con sonidos o gestos). Asimismo, fue 
esencial la actitud de la profesora. 
Los datos recogidos parcialmente confirman la segunda hipótesis para el grupo de estudiantes 
de español. La mayoría de las estudiantes de español alegó que el teatro tuvo un impacto 
positivo en el enriquecimiento de su vocabulario. Respecto a la adquisición de la lengua, se 
mencionaron los siguientes beneficios: el enriquecimiento del vocabulario, la adquisición de 
las estructuras gramaticales y la familiarización con las funciones de lengua. En lo referente a 
la destreza oral, todas las estudiantes de español mantuvieron que se beneficiaron de la clase 
de teatro. Igualmente, la mayoría de las estudiantes declaró que progresaron en cuanto a la 
naturalidad/fluencia/corrección de su habla. Las respuestas del grupo de estudiantes de inglés 
parcialmente confirman la segunda hipótesis. Dos estudiantes confirmaron que su 
participación en el club de teatro les ayudó a enriquecer su vocabulario. Una estudiante, por 
otro lado, señaló que otras fuentes contribuyeron más al incremento de su vocabulario. En lo 
referente a la destreza oral, una estudiante mencionó que aprendió a ser más precisa a la hora 
de expresar ideas. Otra estudiante declaró que aprendió a proyectar su voz. Según las 
estudiantes, el teatro no influenció su naturalidad/fluencia/corrección en inglés.  
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La tercera hipótesis queda confirmada para el grupo de estudiantes de español. Todas las 
entrevistadas ahora participan más también en otras clases y asumen un papel activo en los 
debates. Una estudiante tímida, no obstante, todavía no se siente completamente relajada si 
tiene que hablar delante de un grupo de estudiantes grande. En general, si las estudiantes no 
conocen una palabra o no saben cómo exactamente decir algo, esto ya no reprime su voluntad 
de comunicar en español. Respecto al grupo de estudiantes de inglés, la tercera hipótesis 
queda parcialmente confirmada. Una entrevistada señaló que su participación en el club de 
teatro no afectó a su participación activa en otras clases. Las otras dos estudiantes alegaron 
que su participación incrementó y que el teatro fue uno de los factores que contribuyeron a 
esto. Respecto a los debates en clase, una estudiante de modo normal asume un papel un poco 
menos activo. Otras dos estudiantes se ofrecen si el tema les interesa y se sienten 
familiarizadas con él. También es imprescindible que el profesor sea abierto y tolerante hacia 
opiniones diferentes y que tenga una actitud hacia los errores que no resulte amenazadora. 
Todas las informaciones recogidas confirman la cuarta hipótesis. En un caso, la estudiante de 
español era principiante cuando empezó la clase de teatro y se sentía insegura respecto a su 
destreza oral. De modo similar, una estudiante de español que se tomó un año sabático antes 
de seguir los estudios universitarios, se sentía insegura de su conocimiento de español. Otras 
dos estudiantes no eran principiantes, pero eran tímidas a la hora de hablar. Según los 
resultados de la investigación, la clase de teatro les ayudó a todas a sentirse (aún) más seguras 
en su habilidad de hablar en español. Si las estudiantes sentían ansiedad de lengua, el teatro 
les ayudó a superarlo. Todas las estudiantes de inglés, por otro lado, ya tenían un nivel de 
conocimiento bastante sólido cuando empezó el club de teatro. Se sentían razonablemente 
seguras en su capacidad de expresarse en inglés aún antes de participar en el club de teatro, y 
no sufrían de la ansiedad de lengua. Las estudiantes de inglés señalaron que el teatro tuvo 
menos impacto en su adquisición de lengua que las estudiantes de español. En cuanto a la 
participación activa en otras clases, los datos recogidos sugieren que el teatro tuvo un efecto 
menos prominente en la participación de las estudiantes de inglés que en la participación de 
las estudiantes de español. 
Con todo, las clases de teatro parecen ser más útiles en las fases principales de aprendizaje de 
una lengua extranjera. Por lo que respecta al factor afectivo, la investigación implica que el 
silencio de los estudiantes en la clase podría tener raíces no solo en la ansiedad por la lengua 
sino que también por la ansiedad social. Respecto a la adquisición de la lengua, el beneficio 
que fue mencionado varias veces por las estudiantes fue que el teatro les ayudó a enriquecer 
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su vocabulario. El aumento en la participación de las estudiantes en otras clases podría ser el 
resultado de varios agentes. Según los datos recogidos, las clases de teatro son uno de esos 
factores.  
Sería interesante continuar investigando el tema de la influencia del uso de teatro en la clase 
en la reducción del filtro afectivo y en la adquisición de la lengua desde un enfoque 
cuantitativo para obtener unos resultados más concluyentes. Otro ángulo interesante de una 
investigación ulterior sería incluir los alumnos de la escuela primaria y secundaria y comparar 




















Magistrska naloga se osredotoča na odnos med poukom gledališča, čustvenimi dejavniki, ter 
govornimi spretnostmi. Glavni cilj naloge je raziskati morebitne pozitivne učinke gledališča 
na razvoj učenčevih govornih spretnosti v tujem jeziku. V teoretičnem delu je v ospredje 
postavljena vloga, ki jo imajo čustveni dejavniki pri pouku tujih jezikov. Pomen čustvenih 
dejavnikov za učenje namreč poudarja veliko sodobnih raziskovalcev (Arnold,b.d.; Sánchez 
Carrón, 2013; Boquete Martín, 2014; Pavlin, 2017; Rosén, 2018).  Čustveni dejavniki so 
lahko tako negativni kot pozitivni, in  bi jim morali učitelji angleščine in španščine kot tujih 
jezikov posvečati veliko pozornosti, saj lahko ti dejavniki olajšajo ali pa zavirajo učenje 
tujega jezika. To je najbolj vidno na primeru govornih spretnosti tj. kompetence, na katero 
imajo čustveni dejavniki največji vpliv, saj se pri govorjenju učenci najbolj izpostavijo. 
Kar se tiče kompetence ustnega sporočanja, se magistrska naloga opira na ideje, ki jih izražajo 
Kogoj (1999), Skela (1999), SEJO (Svet Evrope, 2001), Šifrar Kalan (2008) in Pavlin (2017). 
Kot piše Šifrar Kalan (2008: 291), »govoriti tuji jezik pogosto enačimo z znati tuji jezik, kar 
kaže na osrednjo vlogo ustnega sporočanja pri učenju tujega jezika«. Zatem razložim vlogo, 
ki jo SEJO (Svet Evrope, 2001) pripisuje gledališču pri pouku tujih jezikov. V primerjavi s 
preprostim dejanjem branja ali poslušanja nečesa, dejavno sodelovanje pri uprizarjanju 
gledališke predstave pomeni večji razvoj tako učenčeve sporazumevalne zmožnosti kot tudi 
njenih pod-zmožnosti (pragmatične, sociolingvistične ter jezikovne zmožnosti) (Hidalgo 
Martín, 2012: 16). Na kratko opišem trenutno situacijo glede rabe gledališča pri pouku 
angleščine in španščine kot tujih jezikov v slovenskih osnovnih in srednjih šolah ter na 
Filozofski fakulteti v Ljubljani. Pri opisovanju črpam iz del Lemut Novak (2009), Gómez 
Gómez (2014), in Hidalgo Martín (2014). Nato opišem morebitne prednosti in slabosti rabe 
gledališča pri pouku, ter na kratko predstavim nekaj uporabnih smernic glede izbire gledališke 
igre, ki lahko učiteljem olajšajo odločitev. Ko predstavljam prednosti in slabosti rabe 
gledališča pri pouku, se opiram na argumente, ki jih v svojih delih predstavijo Maley in Duff 
(1982), Heldenbrand (2003), Goitia Pastor (2007), Lemut Novak (2009), Robinson (2009), 
Boudreault (2010), Hidalgo Martín (2012), Reed in Seong (2013), Sambanis et al. (2013), 
Boquete Martín (2014), Hidalgo Martín (2014), Vaqueiro Romero (2014), Williams-Fleck 
(2014),Čamernik (2018) in Sirisrimangkorn (2018). Ko opisujem smernice za izbiro igre s 




Empirični del naloge temelji na analizi polstrukturiranih intervjujev z dvema skupinama 
študentk, ki so sodelovale pri pouku gledališča. Eno skupino sestavljajo študentke angleščine, 
ki so sodelovale pri angleškem gledališkem krožku, drugo pa študentke španščine, ki so 
sodelovale pri izbirnem predmetu Špansko gledališče. Analiza osebnih izkušenj študentk z 
gledališčem služi kot osnova za proučevanje naslednjih vidikov rabe gledališča pri pouku 
tujih jezikov: razmerje med udeležbo na urah gledališča in ravnjo čustvenega filtra, odnos 
med udeležbo pri pouku gledališča in usvajanjem tujega jezika, ter  vpliv udeležbe študentk 
pri gledališkem pouku na njihovo dejavno sodelovanje pri drugih predmetih. Moj cilj je bil 
potrditi ali ovreči naslednje hipoteze: 
1. Študentje dojemajo gledališki pouk  kot orodje ki jim pomaga izgubiti strah pred 
govorjenjem v tujem jeziku. 
2. Študentje dojemajo gledališki pouk kot nekaj, kar jim pomaga izboljšati njihovo znanje 
tujega jezika in jim pomaga razvijati njihove govorne spretnosti. 
3. Sodelovanje študentov pri urah gledališča ima pozitiven vpliv na njihovo dejavno 
sodelovanje pri drugih urah. 
4. Ker se študentje po navadi angleščine začnejo učiti prej kot španščine, je možno, da so bolj 
seznanjeni z angleščino. Posledično bodo manj oklevali, ko bodo morali govoriti v angleščini 
ter bodo ta jezik bolje obvladali. Zato bodo študentje angleščine poročali o manjšem napredku 
kot študentje španščine.    
 Pomembno se je zavedati, da ima ta raziskava določene omejitve. Raziskava je omejena 
zaradi svojega kvalitativnega pristopa; Informacije sem namreč pridobila skozi intervjuje, 
katerih cilj je bil zbrati osebne izkušnje študentk z gledališčem. Zaradi poudarka na 
subjektivnih izkušnjah posameznic z gledališčem je bilo število sodelujočih v raziskavi 
majhno (7 sodelujočih). Prav tako pa je težko osamiti vpliv gledališča od vpliva drugih 
predmetov, ki so se jih udeleževale študentke. Zaradi vseh naštetih razlogov bi bilo težko 
posploševati rezultate. 
Kar se tiče skupine študentk španščine, rezultati potrjujejo prvo hipotezo. Podatki kažejo, da 
je sodelovanje pri gledaliških urah študentkam pomagalo, da so premagale strah pred 
delanjem napak in pripomoglo k temu, da so se počutile bolj sproščene pri govorjenju v 
španščini. Ena študentka španščine se ni spopadala le s strahom pred govorjenjem v tujem 
jeziku, pač pa tudi s socialno anksioznostjo. Profesoričin odnos in njena reakcija na 
razpoloženje študentov, komunikacijske dejavnosti, obnavljanje scene, ki so jo odigrali 
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sošolci ter vaja v asociacijah, narejena v krogu, so bile študentkam v pomoč pri premagovanju 
strahu. Kar se tiče skupine študentk angleščine, pridobljeni podatki zavračajo prvo hipotezo.  
Tudi v tem primeru je bil za to, da so bile študentke pri urah tiho kriv čustveni dejavnik, a 
njihova molčečnost ni bila povezana s strahom pred govorjenjem v tujem jeziku. Če so bile 
študentke angleščine tiho, je bilo to povezano s tremo/socialno anksioznostjo.  Aktivnosti, ki 
so pomagale zmanjšati vpliv čustvenih dejavnikov v tem primeru so bile vaje iz 
improvizacije, vaja »Avtobus«, vaje za ogrevanje (na primer, kazanje nečesa z zvokom ali 
pantomimo). Ponovno je bil pomemben odnos profesorice.  
Zbrani podatki deloma potrjujejo drugo hipotezo za skupino študentk španščine. Ena od 
študentk je poročala, da gledališče ni vplivalo na njeno besedišče v španščini. Druge 
študentke pa so omenile naslednje koristne učinke gledališča: obogatitev besedišča, usvojitev 
slovničnih struktur, ter seznanitev z jezikovnimi funkcijami. Vse študentke španščine so 
zatrdile, da jim je gledališče pomagalo izboljšati govorne spretnosti (npr. izgovorjavo). Glede 
naravnosti/tekočnosti/pravilnosti govora je večina študentk španščine poročala, da so 
napredovale. Za skupino študentk angleščine zbrani podatki prav tako delno potrjujejo drugo 
hipotezo. Dve študentki sta povedali, da jima je sodelovanje pri gledališkem klubu pomagalo 
obogatiti njuno besedišče. Ena študentka pa je  bila mnenja, da so drugi viri verjetno 
doprinesli več k obogatenju njenega besedišča. Glede govornih spretnosti, so študentke 
angleščine omenile naslednje pozitivne učinke: večja natančnost pri izražanju idej ter znanje o 
tem, kako uporabljati svoj glas. Kar se tiče naravnosti/tekočnosti/pravilnosti govora so 
študentke zatrdile, da gledališče na to področje ni vplivalo. 
Rezultati raziskave potrjujejo tretjo hipotezo za skupino študentk španščine. Vse 
intervjuvanke zdaj bolj dejavno sodelujejo pri drugih urah ter imajo dejavno vlogo pri debatah 
v razredu. Kljub temu pa je ena plaha študentka priznala, da se še vedno ne počuti povsem 
sproščena kadar mora govoriti pred velikimi skupinami študentov. Na splošno pa dejstvo da 
študentke ne poznajo določene besede ali pa ne vejo kako točno nekaj izraziti ne zavira več 
njihove pripravljenosti za sporazumevanje v španščini. Zbrani podatki delno potrjujejo tretjo 
hipotezo tudi za skupino študentk angleščine. Ena intervjuvanka je poročala, da gledališki 
krožek ni vplival na njeno dejavno sodelovanje pri drugih predmetih. Dve drugi študentki pa 
sta poročali, da zdaj več sodelujeta pri drugih urah ter da je bilo gledališče eden od 
dejavnikov, ki so k temu pripomogli. Ena od študentk ponavadi prevzame manj dejavno vlogo 
v razrednih debatah. Drugi dve študentki se prostovoljno javita za govorjenje kadar ju tema 
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zanima in se z njo počutita dovolj seznanjeni, ter kadar ima profesor dober odnos z razredom. 
Prav tako je pomemben profesorjev pozitiven odnos do napak.    
Zbrane informacije potrjujejo četrto hipotezo. Ena študentka španščine, ki je bila začetnica, ko 
se je začelo Špansko gledališče, se je počutila negotovo glede svojih govornih spretnosti. 
Druga študentka španščine ni bila začetnica, a ker si je vzela leto odmora pred vpisom na 
fakulteto, je veliko stvari pozabila in se je prav tako počutila negotovo. Drugi dve študentki 
nista bili začetnici, a sta bili tudi onidve zadržani pri govorjenju v španščini. Glede na 
rezultate je sodelovanje pri gledališču vsem intervjuvankam pomagalo, da imajo zdaj  (še) več 
zaupanja v svoje govorne spretnosti v španščini. Če so se študentke spopadale s strahom pred 
govorjenjem v tujem jeziku, jim je gledališče ta strah pomagalo premagati. V nasprotju s 
študentkami španščine so bile študentke angleščine razumno samozavestne glede svojih 
govornih spretnosti že preden so začele sodelovati pri gledališkem krožku. Dejstvo, da niso 
imele težav s strahom pred govorjenjem v tujem jeziku bi lahko bilo rezultat tega, da  se 
študenje po navadi začnejo učiti angleščine bolj zgodaj in so, ko pridejo na fakulteto, z 
jezikom že bolj seznanjeni. Kar se tiče usvajanja jezika, so študentke angleščine poročale o 
manjšem napredku kot študentke španščine. Prav tako je sodelovanje pri pouku gledališča 
imelo manjši vpliv na dejavno sodelovanje študentk angleščine pri drugih urah.  
Zdi se, da je gledališki pouk študentom najbolj v pomoč v začetnih fazah učenja tujega jezika. 
Kar se tiče čustvenih dejavnikov, je raziskava pokazala, da molčečnost študentov v razredu 
lahko izvira ne le iz strahu pred govorjenjem tujega jezika, pač pa tudi iz socialne 
anksioznosti. Glede usvajanja jezika so rezultati pokazali, da študentke verjamejo, da njihovo 
sodelovanje pri pouku gledališča največ doprinese k obogatitvi njihovega besedišča. Dejstvo, 
da študentke več sodelujejo pri drugih urah bi lahko bilo rezultat večih dejavnikov. Rezultati 
kažejo, da so gledališke ure eden od teh dejavnikov.  
Zanimivo bi bilo nadaljevati z raziskovanjem vpliva gledališča na znižanje čustvenega filtra 
ter na usvajanje jezika s kvantitativnim pristopom, saj bi to ponudilo bolj trdne odgovore. 
Prav tako bi bilo v nadaljnje raziskovanje zanimivo vključiti osnovnošolce in dijake ter 
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12.1. Appendix A: Transcriptions of the interviews with the Students of 
Spanish 
 
1. Kako ocenjuješ svojo zmožnost ustnega sporazumevanja v španščini? Lahko v 
španščini po navadi izraziš vse, kar želiš povedati? 
SSP1: Claro, tengo dificultades porque cuando llegué aquí no sabía nada, solo: Hola, ¿Qué 
tal? y las cosas principales. Pero ahora, tenemos algunas clases [más orientadas a 
conversación] con algunos profesores y así puedo practicar y mejorar mi español y eso me 
gusta mucho. Pienso que he mejorado bastante desde el principio, porque ahora algunas veces 
hablo sin (…) sin parar. 
SSP2: Vseeno se mi še-- Moram še malo razmišljat, ko govorim. Ker recimo pri angleščini ne 
rabim razmišljat kero obliko bom zdaj uporabila. V španščini pa gredo tu pa tam kaki časi 
malo narobe, ampak drugače lahko se normalno pogovarjam s kom, tudi če gremo kam ali pa 
recimo s sošolci, ki so iz Španije tu prek Erazmusa.  
SSP3: Mmm ne ravno najboljša. Mislm, se mal iščem, pa (…) Zraven pri Nefiksu 
[organizacija za neformalno izobraževanje] vodim en španski tečaj za konverzacijo in imam 
dva Španca zraven, ki tudi to delata in mi malo pomaga, ampak ravno zraven njiju potem 
vidim, kako mi v bistvu ne gre konverzacija. Včasih mi je bilo grozno, ker študiram pa rečem 
da študiram španščino in potem si ljudje predstavljajo, da malo boljše govorim špansko, kot 
dejansko govorim. Včasih se mi zgodi, da se mi malo zatika, pomoje predvsem, ker se 
začnem ukvarjat s časi ali pa začnem slovnično preveč komplicirat in začnem razmišljati kje 
bi morala uporabiti subjuntivo ali pa bi mogla kake odvisnike not uporabit.  
SSP4: Meni se zdi, da je moja sposobnost ustnega sporočanja v španščini zelo slaba, mislim 
zelo slaba  ̶ dosti pomanjkljiva, bi rekla. Mogoče (…) pač, čisto zato, ker sem zdaj imela eno 
leto vmes prosto, ker nisem (…) ker sem [lani] samo na gledališče hodila, tako da sem imela 
vsaj malo stika s španščino. Ne vem, mogoče zato, ker sem tako živčna, takrat ko hočem kaj 
povedati in zato vse izpade čudno. Malo me mede, kateri čas moram uporabiti in potem 
mislim, da me to malo znervira, ker se bojim, da ne bo prav, kar bom povedala. Tako da 
moram na tem delat, mislim, da je to ena moja bolj šibka točka.  Pri pisnem sporočanju teh 
težav nimam. Ko sem prvič prišla na španščino, mi je bilo še dodatno težko, ker sem si med 
srednjo šolo in faksom vzela eno leto prosto in mi je bilo: »Kaj, kar vse razlagajo v španščini? 
Nič jih ne razumem.« Ampak potem sem hitro to prebrodila. V srednji šoli sem se sicer učila 
španščine, ampak to leto vmes me je čisto vrglo iz forme. 




SSP1: Me siento segura. No tengo problemas con hablar, con hacer los errores o algo así. No 
siento miedo o recelo. Claramente no quiero hacer los errores. Pero, (…) lo amo mucho el 
español, por esto quiero aprender (…) No tengo miedo, no sé por qué. La razón puede ser en 
mi temperamento; en Montenegro nosotros siempre tenemos sol y eso tiene que influir en 
nuestro carácter. Y me gusta los (…) presentaciones orales donde puedo hablar –siempre me 
falta alguna palabra, normalmente, pero no tengo (…) ¿Cómo se dice? No tengo “trema”. Me 
gusta más [hablar] que escribir, porque cuando escribo, hago muchísimos errores y eso no 
quiero. Pienso que cuando hablas esa es una de las mejores (…) mejores (…) maneras de 
aprender.  
SSP2: Ko smo recimo imeli kulturo, ko mi je bila tema bolj blizu pa mi je bilo to všeč, pa 
profesorica mi je bila fajn, sem (...) nisem imela problema s tem, kaj bom rekla, pa se nisem 
toliko ukvarjala s tem, kaj bom rekla, ali imam zdaj pravilno formo. Isto pri gledališču –ni me 
bilo sram al pa da bi me bilo strah. Recimo pri španskem jeziku, ko pa (…) sem pa imela 
vseeno malo probleme zaradi tega, ker že v slovenščini nisem vedela, kaj bi odgovorila, ko je 
profesor postavljal vprašanja in potem še v (…) tujem jeziku je še težje. Drugače pa sem 
nasploh že v gledališču, ne samo v španskem, že iz osnovne šole, pa veliko nastopam, pa v 
recitatorski skupini sem, tako da zame tudi govoriti v tujem jeziku, španščini, ni tak problem. 
Tak se mi zdi, da sem se navadila, da mi ni problem, tudi sošolci so ok in me ni strah al pa 
sram. Če se s kakim naravnim govorcem pogovarjam, mi je vseeno malo bolj strah, vseeno 
sem malo bolj napeta, ampak so po navadi zelo prijazni in se sprostim. Drugače pa veliko 
potujem in se moram veliko v tujih jezikih pogovarjat [in mi zato ni neprijetno]. Čisto na 
začetku šolskega leta pa me je mogoče vseeno bilo kdaj tudi strah, ker vseeno nekateri 
študentje imajo tudi višje znanje španščine in si vseeno malo v dvomih: »Joj, pa sem jaz tako 
dober? Je moje znanje dosti?« Tak da, na začetku je bilo malo tega, ampak že takoj prvi dan 
smo imeli gledališče prve štiri ure in to se mi zdi je bilo tak počasni uvod v govorjenje.  
SSP3: Grozno. Če profesorica kaj vpraša, je moja prva misel naj ne pokliče mene. Ne 
govorim lih najbolje. Mislim, tko (…) u bistvu če me tema zanima, če res vidim, da noben 
noče nič povedat, potem se jaz javim, pa jaz kaj povem, ampak imam pa vedno velik odpor 
preden se pripravim do tega. Ali pa na primer čisto predelam stavek, da vidim, kako ga bom 
povedala, in če me dobiš nepripravljeno potem (…) me to malo ustavi. V predavalnici jih 
imamo ene par, ki res, res dobro govorijo in je to še en dodaten pritisk. Nerada se zmotim ali 
pa nerada dobim občutek, da se mi ustavi in ne morem povedat naprej. Ko se mi enkrat ustavi, 
ko ne vem, kako naprej ali pa ko (…) meljem, meljem, meljem za kakimi stavčnimi 
strukturami in besedami in vidim, da ne bo šlo, je ta (…) temu občutku se raje izognem in 
sploh ne povem. Ampak ne bi rekla, da je to ravno zelo velik odpor, samo ni pa mi najljubše 
govorit.  
SSP4: Če ni nekaj vnaprej pripravljenega, mi je malo težje. Če se zahteva nek spontan 
odgovor, kjer ne moreš pričakovat niti vprašanja vnaprej, in [na licu mesta] ne veš kake 
besede ali pa kako bi stavek sestavil, mi je malo težko. Ampak mi je pa lažje, kot mi je bilo 
včasih, se izboljšuje. Malo sem v takih situacijah tesnobna oz. živčna, ampak moram reči, da 
ne več toliko, kot na začetku. Ni pa še to to, [kjer bi rada bila]. Če moram govoriti pred 
sošolci občutim enako raven živčnosti / tesnobe, kot če moram govoriti pred profesorico. 
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3.Kakšna je tvoja strategija pri, na primer, debatah v razredu? Se sama javiš/sodeluješ, 
če te pokliče profesor/raje ne sodeluješ? 
SSP1: Por ejemplo, en las clases de prof. Alejandro, él te da una oportunidad de hablar, si 
quieres, no te va a forzar. Una amiga y yo siempre somos las *cuales hablamos demás porque 
es algo normal para nosotras, pero es algo más difícil para los eslovenos me parece. Ellos 
saben cómo hablar, pero tienen un poco miedo, algo así. Pero ellos también siempre tienen la 
oportunidad de hablar, nos tratan a todos de la misma manera. Cuando prof. Alejandro me 
corrige, la amiga alguna vez me ayuda con la palabra, pero no me frustra eso. No pienso que 
me voy a ganar algo de la frustración, no me va a hacer nada *bien. 
SSP2: Jaz zelo veliko govorim, rada govorim, tako da mi to ni problem. Rada tudi povem 
svoje mnenje, zdaj pa če je to pri pouku španščine mi to ni problem. Včasih sicer vprašam 
sošolko za kako besedo, ampak drugače pa gre. 
SSP3: Če me tema zanima (npr. družbeno-kritične teme), bi rada sodelovala, če bi bila debata 
v slovenščini, bi definitivno dvignila roko, ampak v španščini pa imam malo zadržkov. Po 
navadi malo počakam, in potem, ali če pač se z nečim, kar nekdo drug reče, res ne strinjam, 
ali pa če me profesor ravno pokliče (ker taki, ki veliko govorijo se po navadi usedejo skupaj 
in taki, ki neradi govorimo, se po navadi usedemo skupaj) in izrecno reče: »No, zdaj pa še vi 
kaj povejte«, potem takrat dvignem roko in kaj povem. Ampak definitivno pa se mi zdi, da je 
strah pred govorjenjem v španščini moja ovira. 
SSP4: V bistvu, ja, se javim, ker imamo po navadi zanimive debate in vseeno hočem neki 
povedat. Na začetku prvega letnika sem samo upala, da me ne bodo poklicali, da sem lahko 
tiho. Včasih malo težko povem, kar bi rada, ampak se javim. Meni je špansko gledališče zelo 
pomagalo, tako na sploh, ne samo z izražanjem v španščini, ampak tako ker v (…) tudi v 
socialnem življenju se mi zdi, da te nekako (…) zelo sem premagala to socialno tesnobnost, 
vsaj jaz pripisujem veliko vlogo pri tem tudi gledališču.  
4.1. Je bila to prva gledališka skupina, v kateri si sodelovala?  
SSP1: No. En escuela secundaria fue (…) fui parte de dos grupos de teatro. Durante cuatro 
años participé en los dos grupos. Un grupo fue teatro montenegrino y el otro fue teatro 
francés. Puede ser que durante los años yo perdí la (…) el miedo que es posible que había 
tenido en el principio. Por eso querría *coger? Sí, escoger el teatro cuando lo vi en la lista de 
las asignaturas. Y, cuando oí, que una española me va a dar clases de teatro, pues… [esto fue 
una razón más] para escoger el teatro, sí. Escuchar hablar a un español o española para mí es 
un privilegio así que (…) Inmediatamente sabía que voy a escogerlo. 
SSP2: To je bilo moje prvo špansko gledališče. Prej pa sem v osnovni šoli od 5. razreda dalje 
in potem prve tri letnike v srednji šoli (zadnjega ne zaradi mature) in letos sem sodelovala 
[tako pri ]španskem [kot pri] angleškem gledališču.  
SSP3: Mmm sodelovala sem že nekaj v osnovni šoli, ampak ni bilo tako resno kot zdaj. Mogli 
smo se naučiti besedilo [za predstavo], nič [pa] ni bilo recimo, mmm kakih ogrevalnih vaj, ali 
pa teh, kako se že to reče, (…) improvizacijskih vaj. Na srednji šoli pa nisem sodelovala. 
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SSP4: Sem že v srednji šoli nekaj sodelovala v eni gledališki skupini. Sodelovala sem z eno 
svojo učiteljico iz osnovne šole. Bilo je gledališče v slovenščini.  
4.2. Zakaj si izbrala ta predmet? Kaj si pričakovala od njega? So bila tvoja 
pričakovanja zadovoljena? 
SSP1: ¿Puedo ser sincera? No esperaba que *va a ser tan bien. No sabía que esperar, cómo va 
a ser, cómo nos va a tratar esta profesora (…) Es que, cuando llegas a [un país extranjero], no 
sabes que esperar. Los eslovenos son diferentes y por eso no sabía. Pero, ella [la profesora] 
me sorprendió mucho de manera súper positiva. Me sorprendió la manera de la que habló con 
nosotros cuando analizamos los textos, cuando hicimos los (…) ¿Cómo se dice? ¿Mimica? 
Me sorprendió que hicimos los ejercicios para el curepo, respirar, para relajarse –eso me hizo 
sentir como en un verdadero teatro. Nos preparaba [bien] y no fue nerviosa. Cada semana yo 
no podía esperar las clases de teatro. Dos horas fue (…) fueron poquito para mí. Creo que 
también los dos españoles que tuvimos de Andalucía y otras compañeras eslovenas que fueron 
muy buenas, con gran energía y positivismo influyeron mucho en la atmosfera. 
SSP2: Zelo rada imam gledališče, veliko tudi hodim v gledališče in se mi je zdelo: »Joj, prvo 
leto na faksu glih ne bi še zraven faksa delala gledališče v npr. Gleju«. In potem [sem si 
mislila]: »Uh, mogoče če pa vzamem Špansko gledališče, pa je v urah faksa in lahko iz tega 
dobim oceno, poleg tega pa to rada delam…«  ̶ tak da se mi je zdelo gledališče v redu izbira. 
Vedela sem, da nas bo gledališče imela Gemma, videla sem njeno ime napisano, nisem pa 
vedela, kdo to je. Nisem točno vedela, kako bo zgledalo. Predvidevala sem, da se bomo ves 
čas pogovarjali v španščini, drugače pa nisem vedela, ali bo zraven še kaj teorije, če bo kaki 
izpit na koncu (…) Ampak, bilo je še boljše, kot sem pričakovala.  
SSP3: Ker sem ugotovila, da mi je všeč igra in da bi rada kej v zvezi s tem delala, potem je 
bilo pa še [gledališče] v španščini. Pred prvo uro sem pričakovala, da bomo imeli kako 
predstavo, da se bomo morali naučiti nek tekst, nisem pa pričakovala toliko vaj iz 
improvizacije in tehnik za sproščanje. Moja pričakovanja so bila zadovoljena. Zato smo že 
predlagali, da bi ustvarili še kakšno skupino poleg tega izbirnega predmeta, ker ta izbirni je 
samo za prve letnike. 
SSP4: Ker sem si zmeraj želela biti igralka. Gledališče mi je bilo (…) Samo vem, da (…) 
imela sem dvome, ali bi sploh šla, ker se mi je zdelo, da se težko izražam v španščini in bodo 
tam ljudje in (…) to je bilo zaradi te tesnobe. Ampak, potem sem si tega vseeno toliko želela, 
da sem šla. In potem so bili vsi super, tako da potem za naslednje leto sploh ni bilo ovire. V 
španskem gledališču sem [namreč] sodelovala dve leti. Prvo leto sem si ga izbrala kot izbirni 
predmet, lani pa smo imeli to čisto izven. Ko sem na urniku videla, da bomo imeli tri ure na 
teden, nisem vedela kaj točno pričakovati, sem pa vedela, da bodo verjetno na sporedu tudi 
kakšne vaje za sproščanje in te zadeve. Moja pričakovanja so bila več kot zadovoljena, super 




5. Kako si se počutila, ko si morala na urah igrati pred sošolci in profesorico v 
španščini? 
SSP1: En este caso… tenía un *poco miedo porque no sabía el español. Eso fue mi gran 
miedo. Yo hablaba con Gemma y tenía miedo *que voy a olvidar las palabras en la escena, 
delante del público y del todo esto. [Pensaba que] si olvido las palabras, va a ser un catástrofe. 
No quería que eso pase y por eso fui un poco [estresada]. Pero delante de los compañeros, 
tuve menos miedo. No pienso que tengo un talento para actuar, y pienso que [fue] por eso. Yo 
nunca estoy *satisfada [satisfecha] con mi actuación. No pienso que me voy a hacer una actriz 
o algo, porque esto es solo una parte de mí, porque me gusta hacer un análisis de una obra y 
prefiero ser detrás de la escena más que adelante, pero quería hacerlo por el contacto con la 
lengua, por la obra, por la profesora, todo.  
SSP2: Kot že rečeno, sem navajena igrati pred drugimi, čeprav vseeno so bili tu novi ljudje in 
moraš spet na novo tisto grupo, skupino ljudi, s katerimi si moraš biti kar blizu glede [?] v 
gledališču, ampak ni me bilo sram, strah. 
SSP3: Po mojem je res bilo krivo to, da je vse potekalo v španščini, ker sem preveč 
razmišljala kako (…) izrazit nekaj in ne pa kako nekaj zaigrati in se nisem v vlogo res 
poglobila. Ukvarjala sem se s tem, ali so moji stavki pravilni in ali se me bo razumelo. In 
potem se pri improvizaciji nisem nikakor mogla sprostiti. Na trenutke so bili prisotni občutki 
strah, tesnoba. Na sploh sem ugotovila, da (…) tudi v slovenščini mi je všeč igra, ampak me 
pa velikokrat postane, če mi je skupina nepoznana in nova, strah, kaj si bodo o meni mislil in 
se zelo umaknem in ne morem tako [sproščeno igrat,] začutiti vloge.  
SSP4: Ni bilo nobenih nerodnih momentov. Težje mi je govorit svoje mnenje kot pa igrati 
neko vlogo. Pomagalo mi je, da sem lahko izstopila iz sebe, da sem lahko neko vlogo druge 
osebe prevzela. Imeti predstavitev mi je težje. 
6. Na katerih področjih ti je predmet najbolj pomagal na splošno? In kar se tiče čustev? 
Kaj pa kar se tiče jezika? 
SSP1: Mi misma. Claramente, en aprender español mejor. Quitar la (...) el miedo un poco, el 
miedo de hacer errores en español, porque fui muy estresada, porque eso fue el principio. 
Porque en octubre yo fui como: “¿Cómo voy a [decir] esto y esto? ¿Voy a hacer muchos 
errores?”. Cuando terminó el teatro, fue una lección muy buena para mí. De este punto, hizo 
(…) hice una aproximación, me acerqué más [al estudio de español]. Me ayudó a ser (aún 
más) espontanea en mi expresión oral. Claramente, mi español ha mejorado mucho después 
de esto. También aprendí a analizar las obras, lo que me parece muy importante. Aprendí a 
debatear [debatir] de las obras. 
SSP2: Vseeno se mi zdi, da mi je ta predmet dal več samozavesti pri govorjenju v španščini. 
Sicer sem tudi prej govorila sproščeno, ampak zdaj je še bolj sproščeno vse. Opazila sem, da 
sem kake besede ali besedne zveze, ki so se pojavile v našem besedilu uporabila tudi v kakih 
esejih in tudi pri kakem drugem predmetu ali pa ko smo se pogovarjali. 
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SSP3: Ja, mogoče, da sem malo spoznala improvizacijo nasploh v gledališču. Mogoče tudi 
mmm (…) definitivno sem se na koncu malo bolj sprostila, ker nam je Gemma ves čas to 
poudarjala s temi vajami, da se moreš samo sprostiti in reči prvo stvar, ki ti pride na pamet, in 
da sem na teh področjih šla malo preko sebe. Najprej sem videla, da mi to nikakor ne gre, ker 
res imam zadržke grozne, ampak potem, po določenih vajah sem pa ugotovila, da je realno 
malo boljše. Mislim da mi kakih novih besed ali stavčnih zvez niti ni pomagalo usvojiti. 
SSP4: Pomagal mi je, kot sem že rekla, glede moje tesnobe. Na splošno mi je lažje 
komunicirati z ljudmi. Glede jezika pa se mi zdi, da mi je pomagalo usvojiti strukture, kako 
nekaj poveš (kateri čas uporabiti, na primer). Zdaj pri tej zadnji igri, smo imeli res dolgo igro, 
kjer je bilo veliko nekih pogovorov, in se mi zdi, da sem tu veliko odnesla glede struktur. 
Začela sem tudi več uporabljati besede, ki sem jih spoznala preko besedila.  
7. Kako je sodelovanje v gledališki skupini vplivalo na tvoje ustno sporočanje? 
SSP2: Zdelo se mi je, da am so bili zraven mene sošolci, ki so imeli zelo lepo izgovarjavo in 
(…) če si obkrožen s tem, se ti izgovarjava še malo izboljša. Pa kot sem rekla, bolj sem 
[postala] še sproščena. Vsak teden ko je gledališče govoriš v španščini štiri ure  ̶ mislim da pri 
nobenem drugem predmetu ni tako. Španski jezik je sicer tri ure, samo nismo ravno (…) 
[nimamo toliko časa da bi vsak govoril].  
SSP3: Ne zdi se mi, da bi usvojila kake nove stavčne strukture, besede. Mogoče mi je malo 
pomagalo. Na začetku, ko sem prišla, me je po mojem mnenju ustavljala ta razlika med menoj 
in ostalimi, ki sem jo sama zelo opazila. Ta razlika me je zelo zabremzala, tako da praktično 
skoraj nisem govorila v španščini. Potem na gledališču pa je bilo malo lažje. 
SSP4: Je pozitivno vplivalo. Se mi zdi, da sem v ustnem sporočanju še vedno kar zadaj, 
ampak mi je pa vseeno pomagalo. 
8. Se morda spomniš katere aktivnosti, ki ste jih počeli pri urah so ti najbolj pomagale 
izgubiti strah pred govorjenjem? 
SSP2: Delali smo prizore (nekdo je prizor odigral, drugi ga je pa moral obnoviti) in potem je 
bilo treba povedat kaj se je dogajalo in je vsak mogel, tudi če je bil kdo bolj zadržan, in je 
Gemma vztrajala, da je tisti [ki je bil na vrsti,] prišel do odgovora in da smo nekako ugotovili. 
Bilo je potrebno govoriti in potem naslednje ure to ni bilo več tako pod prisilo. To nismo 
delali čisto na začetku, ampak malo kasneje.  
SSP3: Mogoče, ko smo bili v krogu in je vsak moral reči prvo besedo, ki ti pride na pamet v 
španščini. Na koncu prvega kroga mislim da je tudi Gemma po mojih telesnih znakih videla, 
da (…) da nisem najbolj sproščena oziroma da sem zelo nesproščena in je po ene parih vajah 
dosegla da sem se vsaj telesno sprostila, da sem bila sposobna reči prvo stvar, ki mi je padla 
na pamet ne da bi si rekla: »Joj, kaj pa če ne bi tega rekla«. To vajo smo delali kakih 10-15 
minut in po nekaj krogih sem se bolj sprostila. 
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SSP4: Trenutno se ne morem nobene konkretne spomniti. So pa na splošno aktivnosti, cel 
proces, pomagale. Všeč mi je bil odnos profesorice. Profesorica je takoj videla, da nisem 
sproščena, in mi vseeno ni oddajala vibracij »Kaj delaš ti tukaj?«.  
9. Se ti zdi, da zdaj govoriš (še bolj) naravno/tekoče/pravilno? Se zdaj počutiš (še bolj) 
sproščeno, ko moraš govoriti pri pouku španščine? 
SSP1: Sí. Si la pregunta es, si me ayudó el teatro, la respuesta es: Sí, stoprocentno. Eso fue mi 
primera (…) vez de hablar en español, primera vez de hablar *liberamente y fue muy útil. No 
tengo miedo de los errores. *Para ejemplo, si comparo Morfosintaxis 1 y Morfosintaxis 2  ̶ en 
Morfosintaxis 1 cuando hicimos ejercicios de gramática no quise decir nada, siempre tenía 
miedo de que voy a hacer un error y ahora, puedo preguntar si no entiendo [algo]. Todo esto 
*empecé en el teatro.  
SSP2: Bi bilo fajn, če bi še vedno imela gledališče, da bi bilo celo leto. Ker vseeno se pozna, 
da sem prejšnji semester imela štiri dodatne ure, ko sem lahko govorila v španščini, v tem 
semestru pa smo imeli samo Španski jezik, kjer pa smo ta semester večinoma delali 
subjuntivo in se ne pogovarjali oz. zlo malo pa še to vedno o istih temah. Nismo veliko delali 
na besedišču. Ja, [zdaj] bolj sem sproščena [tudi pri drugih predmetih], ne obremenjujem se 
več s takimi (…) če so kje kake napake mmm ker smo bili pri gledališču navajeni na to, da se 
ne obremenjujemo s tem, če kdo kaj narobe pove, če so kake slovnične napake mmm. Gemma 
je že na začetku, prvo uro povedala, da se to (…) ne bomo ukvarjali s tem, ker tu nismo zato, 
da bomo imeli slovnico totalno pravilno, ker so zato drugi predmeti, ki so temu namenjeni. In 
ta predmet pa je bolj namenjen temu, da tvoj govor teče, da nimaš več takih zadržkov pred 
govorjenjem. Imeli smo pa tudi dva naravna govorca, tak da je vse res moglo biti v španščini 
in se je še tisti strah pred naravnimi govorci se je malo znižal.  
SSP3: Mogoče malo, ampak ne pa zelo zelo velik. Seveda da je napredek od začetka leta, 
ampak ne vem, zdaj s čim točno to povezati, ali z gledališčem, ali s tem, ko zraven še delam 
za Nefiks, ali ker imamo tudi slovnične predmete. Verjetno gre za kombinacijo vsega 
naštetega. Glede sproščenosti pa je odvisno, s kom govorim. Z določenimi ljudmi se počutim 
čisto sproščeno, z drugimi ne. Mogoče tako na faksu pred skupino ljudi, se še vedno ne 
počutim sproščeno. Če bi bila majhna skupina, 10-15 študentov, bi bilo mogoče boljše. 
SSP4: Ja, bom povedala , pa četudi ne bo morda čisto pravilno. Počutim se bolj sproščeno.  
10. Imaš občutek, da zdaj več sodeluješ tudi pri drugih urah? 
SSP1: Sí. Gracias a muchas cosas, pero la clase de teatro fue el clave. Porque fue el principio 
y nosotros digamos? (…) decimos en Montenegro: “Temelji su najvažniji”. El teatro fue 
como una odskočna deska. Si empecé el año con la gramática todo el tiempo, nada hablar no 




SSP2: Mislim, da zdaj več sodelujem pri urah kot čisto na začetku, ampak mene na splošno 
zlo moti, če je tista mučna tišina, ko profesor nekaj vpraša in (…) pač povem, tudi če vem, da 
ni to mogoče slovnično najbolj pravilno. 
SSP3: Bi rekla, da je razlika, ampak ne vem s čim točno jo povezat. Verjetno je zaradi 
prepleta večih faktorjev, kot že prej omenjeno. Se pa opazi razlika. 
SSP4: Ja. Rekla bi, da so mi pomagali tudi vsi ostali predmeti, ker vseeno gledališče-- Pri 
Gemmi lahko malo kaj poveš tudi v slovenščini, pa napol. Za predstavo se je vse za naučit na 
pamet. Zdi se mi, da mi je gledališče bolj pomagalo pri strukturah, razumeti kaj zveni 
špansko, kot to, da bi mi bilo zelo lažje tekoče govorit. Mi je pa pomagalo da sem bolj 
sproščena pri govorjenju v španščini.  
11. Kaj pa drugi sošolci? So tisti, ki so bili na začetku zadržani pri govorjenju tudi 
naredili napredek?  
SSP1: Pienso que esto depende mucho de la persona. Si una persona quiere (...) mmm 
cambiar esto en sí mismo porque  ̶ había algunas personas que fueron muy cerradas, pero no 
vi que ellos querrían, ¿Cómo se dice? (…) mejorar esto. Aunque Gemma ha tratado de (…) 
no sé cómo se dice (…) ayudarles. Ella trató de ayudar a todos y trató de ayudarles perder el 
miedo. Pero siempre tienen que intentar hacerlo ambas partes, no solo puede [esforzarse] el 
profesor. Pienso que todos que son mmm (…) similares a mí, a mi temperamento, no tenían 
que hacerlo (…) y los más reservados –no, pienso que no. No se si no le importaba o (…) no 
podían o no los interesaba. Pero, no puedo decirte exactamente porque no (...) estuve tan 
atenta de su progreso. Yo pienso que si alguien quiere mejorar, que va a mejorar. Va a superar 
a su miedo. Así que no puedo decirte. 
SSP2: Ja, mogoče [je] kdo [bil zadržan], ampak tudi ne tak fejst. Če so že bili na začetku, se je 
to zelo hitro (…) popravilo in so bili bolj sproščeni. Na začetku je bilo vse zlo, mislim še bolj 
sproščeno. Delali smo vaje iz improvizacije, vaje za spoznavanje drugih, pa (…) da se ustvari 
dobra klima v skupini. Že na prvi uri je bilo prijetno vzdušje, je bilo poskrbljeno da smo se 
poreko igric in podobnih stvari spoznali, tako da si potem naslednje dneve, ko smo se srečali 
pri normalnih predavanjih, že vedel: »Aha, njemu je pa tako ime«.  
SSP3: Ja. Se mi zdi, da sem bila glede tega jaz med bolj zadržanimi. Mislim pa, da so tudi 
ostali s podobnimi težavami napredovali. 
SSP4: Ja, mislim, da so vsi [napredovali]. Mislim, da se itak, da se takoj vidi ta razlika v 
prvem semestru pri vseh. Mislim pa, da so kar dosti govorili vsi.   
12. Bi ti bilo všeč sodelovati še pri kakšnem podobnem predmetu? Zakaj JA/NE? 
SSP1: Sí, solo si me convendría la hora y el día.  
SSP2: Ja. Kot sem rekla, jaz mislim, da bi bilo ful fajn, da mamo skos na voljo, vsaj če že ne 
obvezno, da res govoriš. Ker pri ostalih predmetih se ne dela toliko na tem, da se govori, 
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ampak da pišeš, pa (…) tako bi bilo fino imeti to na izbiro, že zaradi govorjenja. [Poleg tega] 
pa je gledališče ena taka stvar, ki se jo lahko več let dela, pa se vseeno razvija.  
SSP3: Ja.  
SSP4: Ja, z veseljem. Jaz mislim, da bi večina, vsaj te, ki smo se pogovarjali takrat v prvem 
letniku, bi se vsi skoraj še enkrat odločili. Zdi se mi koristen in zabaven predmet.  
 
 
12.2. Appendix B: Transcriptions of the interviews with the Students of 
English 
 
1. Kako ocenjuješ svojo zmožnost ustnega sporazumevanja v angleščini? Lahko v 
angleščini po navadi izraziš vse, kar želiš povedati? 
SE1: Mislim, po navadi lahko večino povem. Certifikatov nimam, samo tistega od mature za 
B2.  
SE2: Večinoma mi kar gre, edino včasih je tko da ne najdem prave besede, ker (…) recimo, 
ker je slovenščina tvoj materni jezik točno veš, kako nekaj izrazit. V slovenščini, če je npr. 
nekaj nagnusno, poznaš 500 izrazov za to, v angleščini pa poznaš tistih 10 besed in si misliš: 
»Ampak nobena čist ne ustreza«. To je včasih problem, ampak potem, ko sem se začela 
sistematsk učit besede, da imam svoje word studyje narejene, je bolje. Glede časov imam 
nekako posluh zanje, ker so me že v vrtcu vpisali na angleščino. Pa še, v srednji šoli sem 
inštruirala osnovnošolce, tako da sem morala vse dobro predelati. 
SE3: Well, I have a C1 diploma from Cambridge. I mean, I had some problems with the 
Reading comprehension part, but my speaking was marked as C2. I have been studying 
English since I was 4, so it only makes sense. Sometimes I am able to express myself in 
English even better than in my mother tongue [Serbian]. 
2. Kako se po navadi počutiš, ko moraš govoriti pri pouku angleščine? Čutiš strah/ 
neugodje/tesnobo? Zakaj? 
SE1: Za predstavitve mam mal treme, tk da to se rajš pripravim prej. Mislim prosto 
govorjenje edino zaradi treme mi je mal (…) težko. Če je pa treba kaj odgovorit, je pa ok. 
Trema pri predstavitvah pa izvira iz strahu, da ne bi kaj prav povedala, pa da bi kaj pozabla al 
pa da bi se kaj zmotila. Neugodje, ko ga občutim, ne občutim zaradi jezika ampak bolj ker se 
tudi na splošno nerada izpostavljam. Tako da ta občutek neugodja se pojavi ali govorim v 
slovenščini ali pa v angleščini.  
SE2: Odvisno, ker profesor je. Pri treh predmetih v prvem letniku je bil to mal problem, zato 
ker je zlo kritizirala vsako manjšo napako mmm. Jaz sem recimo enkrat rekla: On one 
hundred and seventeenth page" in me je skritizirala, da me ne bo več poklicala ker očitno ne 
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znam govort po anglešk, a ne. Pri enem drugem predmetu pa mi je rekla, da imam obupne 
sintaktične napake in da ne vidi, kako bi js lahko dokončala študij angleščine. In pol kadarkoli 
je prišlo do tega, da bi mogla pr njej govort, ne vem, (…) je blo kokr da bi bila v petem 
razredu in zdej smo se pa začel šele nepravilne glagole učit in da znanja nad tem pa nimamo. 
In pr njej je bil mmm korak nazaj. Pr poeziji, je blo pa da sm neki rekla kar je blo tudi meni 
čudno, in me je profesorca samo popravila in rekla: Is that what you mean? In sm bla: Ja, ok, 
makes sense. Pol se mi je (...) mislm to mi je blo pol nekak [vzpodbuda] da sm si spet upala 
pri profesorjih. Meni je od vedno zelo pomembno, kako profesorji reagirajo na napake.   
SE3: I feel more confident speaking in English than in my own language. When I have a test 
or an exam, I feel stressed. If I have to speak in English, that is fine for me.  
3. Kakšna je tvoja strategija pri, na primer, debatah v razredu? Se sama javiš/sodeluješ, 
če te pokliče profesor/raje ne sodeluješ? 
SE1: Ponavadi počakam, da me [profesor] pokliče. Če mam svoje mnenje in če je res 
zanimiva tema, pa se kdaj javim tudi sama. Če pa (…) ni kaj takega, pa ponavadi ne. 
SE2: Včasih se sama javim, ampak je tudi odvisno od teme. Če je nekaj, s čimer res nisem 
seznanjena (npr. imeli smo veliko raziskav o veganstvu), imeli smo tri punce ki so bile hude 
veganke in jaz se tam nisem mogla z njimi pogovarjat. Ni mi problem tok izražat [svojega 
mnenja], samo jaz velikrat kaj povem zlo omejeno, ker nočem nekoga prizadet s tem. Je pa 
tudi odvisno od profesorja samega, ker če je nek tak k je zadrt pa zategnjen, se ne bom ravno 
hotla izpostavljat. In pa spet je tudi pomembno, kako profesor reagira na napake.   
SE3: It usually depends on the topic, but (…) I would usually like (…) uh, when I see that 
other people don't want to say anything, I would chip in and say something to get the 
conversation going, 'cause otherwise it would be just awkward. And I hate being awkward. I 
at least try to say something. 
 
4.1. Je bila to prva gledališka skupina, v kateri si sodelovala?  
SE1: Ne. Sem že v gimnaziji sodelovala zadnji dve leti. To je bilo gledališče v slovenščini. 
SE2: Ja. Moje izkušnje s kerimikoli skupinami al nek group work, to je meni nekaj 
najhujšega. Al pa ko ti rečejo: »Zdej je pa ta quote tuki, no pa se s tem k zravn vas sedi 
pomenite o tem«  ̶ sam tega ne! Pač js sm mela zlo slabe izkušnje v osnovni šoli, ker so me u 
bistvu vsi izločil in so me (…) pač bullying, ane. In od takrat naprej sem raje vse individualno 
delala. No, ampak ta gledališka skupina je imela pa še prof. Šporčič in sm si nekako mal bl 
upala, ker sm vedela, da tud ona dopušča nove ideje pa da je zlo odprta, pač tko, open-minded 
je vse skupi pr njej in nekak (…) tut k je bil teatrski krožek, to je blo (…) men so bli v filmih 
k so bla ta gledališča, men je blo to ful dobr, a ne. Na naši osnovni in tudi srednji šoli je bilo 
vse to nekako šibko narejeno.  
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SE3: Yes, like officially, yes. In Elementary school we did, like, short plays in French and in 
High school (…) we did a play on the 600th anniversary of death of William Shakespeare. 
But this [English theatre club at the Faculty of Arts in Ljubljana] was the first major, serious 
project. 
4.2. Zakaj si izbrala ta predmet? Kaj si pričakovala od njega? So bila tvoja 
pričakovanja zadovoljena? 
SE1: To je bilo in lani in letos ponujeno kot krožek. Zdelo se mi je zanimivo, tk mal za 
sprostitev, pa tudi, ker [sem vedela], ima to profesorica Šporčič. Pred tem krožkom smo jo 
imeli že za poezijo. Pa tudi, ker mi je bilo všeč gledališče sem šla na ta krožek. Pred prvo uro 
sem mislila da bo to bolj tako, kot smo imeli v gimnaziji, tam smo imeli vaje res bolj 
intenzivne, tu je bilo pa bolj za sprostitev, se mi zdi, pa ne vem (…) bolj (…) mislim, ni vse 
tako resno, se mi zdi. Saj meni je to tudi fajn, ker je to nekaj zraven študija. Malo sem imela 
tudi tremo, kaka bo skupina, pa je bilo v redu. Moja pričakovanja so bila zadovoljena. 
SE2: Ker sem vedela, da nas bo imela prof. Šporčič. Pa tudi zaradi moje ljubezni do literature. 
Moja mama me je velikrat k sm bla štiri leta stara peljala v lutkovno gledališče. Teater je bil 
pri men vedno nekak na takem dobrem glasu. Tako da, ko so rekli da bo gledališki krožek, je 
bla zame to avtomatsko neka dobra asociacija. Jaz na ene par prvih srečanj nisem šla, sta šli 
pa dve sošolki in sta mi povedali, da je blo ful dobr, da majo take pa take vaje improvizacije, 
pa da je ful smeha, pa da (…) ne kritizirajo drug drugega, ampak se drug drugemu pomagajo 
izboljšat. Aprila [2019] je bil začetek teatra, ko smo odigrali nekaj odlomkov za anglistični 
dan. Septembra pa je bila ta prava predstava in k smo se menili za septembrsko igro, to je blo 
(…) zlo nism vedla, a naj grem sodelovat al ne, ker nisem človek, ki bi bil rad v središču 
pozornosti in pri teateru je pa point da si v središču pozornosti. Ampak pol sm si rekla, da 
grem probat. Nisem si znala predstavljat, kako bo izgledalo. Zaskrbelo me je, ker majo prof. 
Šporčič vsi radi in sm vedla, da bo ogromno ljudi tam [na krožku]. In aprila nas je res prišlo 
okrog 32, potem septembra (…) se pa ni toliko ljudi javilo, nekaj jih je sploh nehalo hoditi na 
krožek in nas je bilo okrog 8. Do decembrske predstave so se nam še štirje priključili. 
Pričakovanja so bila izpolnjena, ampak na začetku predvsem negativna, ker je bilo toliko ljudi 
in je bilo nujno, da se folk mal pomeša med sabo. 
SE3: Uuh, that is a though question. I always liked trying to see things from different angles 
and roles allow you to do that mmm. Also, 'cause theatre is fun, you get to relax, meet new 
people. I didn't think of it as an opportunity to practice the language, 'cause I usually speak a 
lot of English even outside the classroom, here with my [Slovene] friends. I didn't expect the 
theatre club to be all that it is. I expected much less, cause (…) in High school there was one 
theatre thing. But it was very closed off and only certain people were allowed to be there, 
such as professors' kids, nobody else was allowed to get into that. I tried once, but I didn't get 
the role. My expectations were fullfiled, 'cause everybody always tries to do their best. There 
were times I thought we won't be able to pull it off, especially the last play  ̶ not even once did 
we rehearse it fully. And then when the lights went on, everybody did their best. 




SE1: Malo itak sem imela treme, ampak ne zaradi jezika, ampak na splošno. Glede jezika me 
ni nikoli skrbelo, ali bo to, kar rečem nepravilno. Bolj me je skrbelo, da bi pozabila, kaj 
moram reči.  
SE2: Sploh mi ni blo problem, da je bilo v tujem jeziku. Mogoče tudi zato, ker se dost 
pogovarjamo v angleščini med sabo, tako na krožku, kot s tema prijateljicama s krožka (ena 
od njiju je iz Srbije). Edin, septembra je blo (…) jaz sem imela septembra dve majhni vlogi z 
malo vrsticami, kar mi je bilo zaradi obveznosti s faksom super. Nisem pa hotela zafrknit, ker 
je bila Shakespearova angleščina in kakšni line-i so si bili zelo podobni. Skoraj vse je ostalo 
kot v originalu, besedila nismo veliko spremenili. Decembrska vloga je bila pa taka, da nisem 
imela besedila. Jaz sem bila že prej v zboru v osnovni šoli pa tako da nekako sem bila 
navajena na publiko, pa tudi v osnovi in srednji šoli, k smo imeli te predstavitve, s 
powerpointi in to, sm mela take profesorje k niso preveč kritizirali. Tako da, imela sem tremo, 
ampak ni bilo pa grozen strah pred publiko.  
SE3: I was called out to do an improv with one other girl. Before I think (…) the prompt was 
uuuh something with An ideal husband, and there was a conversation between the two 
characters (…) and we did such a wild thing! But I don't remember feeling stressed. I just 
remember that I was shaking a bit afterwards, but not from being shy or anything, it was due 
to the heat and everything. I felt that my classmates were mostly open-minded and very chill. 
We knew a little bit about each other. It was really calm and peaceful, it was like a nice place 
to be.  
6. Na katerih področjih ti je predmet najbolj pomagal, na splošno? Kaj pa, kar se tiče 
čustev? In kar se tiče jezika? 
SE1: Najbolj mi je bilo to za sprostitev od izpitov. In mogoče mi je tudi predstavilo kake 
[gledališke] igre, ki jih nisem prej poznala. Malo mi je razširilo obzorje v smislu literature. 
Nekaj sošolcev sem poznala že od prej, nekaj pa sem jih spoznala tu [na gledališču]. Se mi 
zdi, da nas je gledališče malo bolj povezalo. Glede besedišča in slovnice mislim, da sem več 
pridobila bolj na splošno s študijem, tudi zaradi branja in tega, ne ravno direktno zaradi 
gledališča. Tam se itak sam naučiš tistih par stavkov in to, kar majo drugi. Tako da ne vem, 
ali je zdaj to samo od tega. 
SE2: Na področju samozavesti, veliko. Jaz sem na sploh zelo tih človek. Če me kdo 
nepričakovano ogovori, js zmrznem, a ne. Tu pa je bilo: naenkrat bom na odru, vsi bodo vame 
gledali, moram govoriti stvari. Pol pa so tudi odzivi ljudi, k pridejo do tebe [po predstavi] in ti 
[naštevajo]: »To je blo dobr, to je blo dobr«. Pa tudi med seboj smo se bolj povezali. Jaz sem 
na faks prišla, brez da bi kogarkoli poznala. Tu sem pa spoznala ene 10 folka, k se res ful 
razumemo in se vidimo skoraj vsak dan. Kar se jezika tiče, mogoče sem tudi [na tem 
področju] kaj pridobila, pa se sploh ne zavedam. Letos mi je profesorica za Jezik v rabi 
napisala pod esej, da se je izboljšalo pri meni kako izražam določene zadeve, da najdem zelo 
specifične izraze za določeno stvar. In to je pomoje od teatra. Sicer rada berem knjige, a v 
zadnjem času nisem imela veliko časa za to. Pa tudi druga predavanja so najbrž pripomogla k 
temu, ampak pomoje da je to od teatra.  
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SE3: It helped me with the stage fright. I mean, I still got kind of fidgety and panicky, 'cause I 
am naturally born in panic mode mmm (...) But I don't know, being around those people who-
- I, I feel like we are a family for some reason. At the beginning [of the academic year] I 
didn't know a lot of people, 'cause I didn't socialize as much as I did when the theatre started 
last year. Vocabulary-wise, theatre definitely helped me. It was very helpful. 
7. Kako je sodelovanje v gledališki skupini vplivalo na tvoje ustno sporočanje? 
SE1: Mogoče sem se zaradi tega ker na predstavi [moraš] bolj glasno govori[ti] navadila 
uporabljati svoj glas. 
SE2: Pomoje da mi je teatr dost pomagal, ker (…) prvo mi je blo mal bed včasih kej rečt 
mmm zato ker se mi je zdel, da tut tisto, kar sm povedala, nism točno povedala tko kokr sm 
hotla. K smo bli pa pr teatru in k morš res točno povedat kaj ti misliš s tem, ne moreš rečt kaj 
pa če bi mi tko to nardil in pol ne pojasneš nobenmu [kako točno si si zamislil], ker potem bo 
samo zmeda. In pol sm se kr nekako navadila točno povedat kako se mi je kaj zdelo. 
Pomembno je, da čist vse vsrtice poveš. In pol k si tok osredotočen na to da boš res vse 
povedu, nekak ponotranjiš zadeve. 
SE3: I wasn't like this a year ago. I was very shy to speak around people and to people 'cause 
it was weird being here in Slovenia and just speaking English to people. And uuh I just got 
more *opened. I feel like I became free in a way mmm, not as in “I was very introverted, 
asocial” (...) I did speak to people, but it was mostly limited to friends and people I knew. But 
now I am speaking to you, and I met you 45 minutes ago. 
8. Se morda spomniš katere aktivnosti, k iste jih počeli pri urah so ti najbolj pomagale 
izgubiti strah pred govorjenjem? 
SE1: Po mojem mnenju so mi najbolj pomagale vaje za ogrevanje, ker so bile manj resne 
narave ampak si prav tako moral govoriti pred veliko ljudmi. Na tak način smo se tudi 
povezali med sabo in je potem bilo vse lažje. Na primer, v manjših skupinah smo nekaj 
prikazali samo z zvoki in pantomimo ali pa smo oponašali različne stvari pri vaji avtobus 
(mislim, da se tako reče). Pa tudi profesorica nas je pri vsem spodbujala in je bilo še veliko 
bolj sproščeno zaradi tega.  
SE2: Meli smo na začetku leta, ko nas je blo ful, vaje improvizacije, ker (…) ker so to take 
vaje, kjer ne moreš neki zbluzit vn [v smislu] »ne, js pa tega ne bom« in si pol mal prisiljen to 
predstavit drugim. Jaz sem bila samo na ene parih srečanjih tega, tako da meni je pomoje 
najbolj pomagala ta septembrska igra, ker nekak smo tok [posamezne scene] prevadil, da sem 
ratala sigurna.  
SE3: It was the improv thing for sure, 'cause nobody knew what we were doing, we didn't 
even have the whole scripts yet uuh (...) And that was very helpful, seeing other people being 
in the same situation, where we are all starting from ground up. The improv activities for sure 
helped me. The thing that we did with, like, a bus. You get the chairs and then uuh there is a 
driver and the driver switches as the persons go up. One person comes in, they do something, 
everybody has to repeat it, and then they move on. And the driver comes up with an excuse 
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for why they have to leave. And then another person becomes the driver and they have to do 
the same. 
9. Se ti zdi, da zdaj govoriš (še bolj) naravno/tekoče/pravilno? Se zdaj počutiš (še bolj) 
sproščeno, ko moraš govoriti pri pouku angleščine? 
SE1: Jaz ne vidim neke velike razlike, mogoče je [samo] jaz ne vidim. Za predstavitve sem 
zdaj mogoče malo bolj sproščena, je pa to povezano z neko splošno tremo, ne toliko s tem, da 
moram govoriti v angleščini. 
SE2: Ne vem če ravno zato kaj bolje govorim. To so mi bolj pomagali ti slovnični predmeti. 
Že prej nisem imela nekih problemov z izražanjem, zdej je to samo malo bolj zavestno ratalo, 
ampak zaradi slovničnih predmetov. Je pa teater vplival na mojo sproščenost, ko je treba delit 
svoje ideje z drugimi.  
SE3: Yes, definitely. Theatre sure had something to do with it. Yes, I would be trembling if I 
had to do this interview a year ago. I didn't realize it until now, but when you asked me the 
question I was like: Oh my God! Yes! I was very shy to speak my mind before. 
10. Imaš občutek, da zdaj več sodeluješ tudi pri drugih urah? 
SE1: Ne, mislim, da je isto. Edino nimam te treme pri ustnih nastopih.  
SE2: Letos nas je pri Jeziku v rabi ful velik, tko da redko da prou enga velik neki vpraša. Jaz 
letos ne sodelujem toliko ker imamo teme, ki se mi zdijo nezanimive. Pri književnosti pri 
prof. Krevel več sodelujem kot pri Jeziku v rabi. Je pa pri tem pomagal teater, ker pri Poeziji 
recimo sem dostkrat veliko vedela že prej, ampak nisem nič rekla, (…) V prvem letniku je 
npr. rekla prof. Šporčič: »Povejte mi en primer ironije« in mi je blo bed rečt a fire truck on 
fire, ni mi bilo prijetno rečt čeprav sem vedla, da je blo dost ironično. Zdaj pa je od septembra 
dalje čist drugače. 
SE3: Yes. I, I don’t take part in uuh the lectures where the professors don't seem that open-
minded and are very conservative (very tough and don't like other opinions). Being corrected 
never mattered to me, honestly. That didn't influence my decision on speaking or not 
speaking. What influenced that decision the most was (…) just the fear of other people 
hearing what you say and not agreeing with you or being wrong about something [i.e. having 
the wrong information]. 
11. Kaj pa drugi sošolci? So tisti, ki so bili na začetku zadržani pri govorjenju tudi 
naredili napredek?  
SE1: Ja, se vidi razlika pri nekaterih, ki drugače ne govorijo toliko. Na gledaliških vajah so pa 
potem malo bolj odprti.  
SE2: Zelo je razlika med ljudmi. Ena sošolka je še vedno malo bolj zadržana. Njej je nasploh 
bl tko neprijetno še, je kr tko še malo v krču. Ampak v primerjavi z lanskim letom letos velik 
več pove. Ena druga sošolka se je ful odprla na teatru. Jaz ju poznam, zato vidim spremembe. 
Glede jezika pa smo na teatru večinoma kar dobri v jeziku. Edino je ena punca in ona pa ful 
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dobr piše, k hoče pa kej svojega povedat pa (…) malo vse pomeša v stavku. Ne vem pa, 
koliko je ona kaj napredovala, ker je prej nisem poznala. Ampak, mislim, da tudi je.  
SE3: Yes, definitely. I just recently started being friends with one. She was very closed-off at 
the beginning. I don't remember-- She spoke to some people she knew outside of theatre 
mmm but now she is very open. I know there were a lot of kids that pulled back, as in they 
didn't wan't to speak up 'cause they were shy, but now if we see that they have an idea, we 
shout “Everybody stop speaking!” and then we give them the word. 
12. Bi ti bilo všeč sodelovati še pri kakšnem podobnem predmetu? Zakaj JA/NE? 
SE1: Za naprej se že menimo za par projektov. Če bi imeli možnost izbrati angleško 
gledališče za izbirni predmet, bi ga izbrala, ker je zabavno, pa tudi bolj zanimivo je, kot neka 
filozofija. 
SE2: Ja, ja, ja. Nekako smo že zmenjeni za eno stvar za ziher, k so nas povabili na nek 
slovenistični sejem. To mislim da je skor za ziher. Pa Stopar nas želi imeti za informativni 
dan, pa še ena druga profesorica bi nas rada za en svoj projekt imela. Ampak do zdaj se še 
nismo nič dobili od decembrske predstave. Čeprav je teater ful naporen –december je bil 
obupen ̶ se mi mamo tam ful fajn in je na nek način to sproščujoče. The good outweighs the 
bad.  
SE3: Yes, I already did that for the Irish thing –we call it the Irish thing, the thing we did for 
the Call of Ireland. I did that because I wanted, because it is fun-packed. You, you-- Not a day 
goes by that you don't miss theatre, that's for sure, even though it is very intense. We always 
look forward to Tuesdays to have theatre. I keep choosing theatre because I like the 
atmosphere, the people -the whole package. You learn a lot, you get to be free, to be you and 
no one is gonna judge you. Even though we are a theatre club and there's always drama, 
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